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CHAPTER I
INTRODUCTION
Barr and Parrett (2001) explained the difficulty of high school life for students
placed at-risk:
In a very real sense, high schools are the final battleground for the lives of at-risk
youth. The students have grown up and are often angry enough to cause severe
problems for teachers, principals, and communities. Many of these students are
filled with rage from the humiliations schools have caused them. (p. 165)
Education for at-risk high school students is one of the issues that the United
States needs to address in the near future. President Barack Obama and Vice President
Joe Biden (n.d.) emphasized the necessity of improving education for students placed atrisk in ―Barack Obama and Joe Biden‘s Plan for Lifetime Success Through Education,‖
which was announced as part of their administrative agenda. One area identified as
needing attention was reducing the high school dropout rate. President Obama and Vice
President Biden indicated that reducing the dropout rate can be one of the key factors to
help ―everyone‖ obtain a certain level of math and science knowledge needed ―to find
employment‖ and ―to be healthy and well-informed citizens‖ (Obama & Biden, n.d.,
―Make Science and Math Education a National Priority,‖ para. 3). This expectation was
based on the fact that ―over 80 percent of the fastest growing occupations are dependent
upon a knowledge base in science and math‖ (Obama & Biden, n.d., ―Make Science and
Math Education a National Priority,‖ para. 3).
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In fact, according to Cable News Network (CNN) U.S. (2009), ―nearly 6.2 million
students in the United States between the ages of 16 and 24 in 2007 dropped out of high
school‖ (para. 1). This means that ―the total represents 16 percent of all people in the
United States in that age range in 2007‖ (para. 2). Bridgeland, DiIulio, and Morison
(2006) indicated that ―each year, almost one third of all public high school students—and
nearly one half of all blacks, Hispanics and Native Americans—fail to graduate from
public high school with their class‖ (p. i). Although assessing school dropout is difficult
because there are different types of calculation methods (National Center for Education
Statistics (NCES, 2011), the need for appropriate educational institutions to prevent
dropout is high in this country. One of the educational institutions in the U.S. that
accepts such dropout students is the alternative high school, which at times also accepts
suspended students. Barr and Parrett (2001) suggested that ―alternative public schools
may be the most important at-risk programs at the high-school level,‖ playing the role of
―a surrogate family,‖ which provides ―immediate responsive care and support‖ (p. 170).
Mitchell and Waiwaiole (2003) also indicated through their evaluation of alternative
programs for at-risk high school students in the Portland (Oregon) Public Schools, that
―without [alternative educational] programs, the district would probably face an even
greater dropout rate in the comprehensive high schools‖ (p. 17).
According to NCES (2002), ―fifty-nine percent (6,400) of all public alternative
schools and programs for students placed at-risk were housed in a separate facility during
the 2000-01 school year‖ (pp. iii-iv). NCES also indicated that 88 to 92% of the districts
that provided alternative public schools and programs offered schools from 9th through
12th grades, whereas only 46 to 67% of districts had schools for 6th through 8th grades,
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and 10 to 21% of districts offered alternative schools for 1st through 5th grades. These
findings suggest that public alternative high schools and programs for students placed atrisk play a crucial role in educating such students in the United States. Thus,
investigating effective ways to improve students‘ performance such as the average daily
attendance and the graduation rate can contribute not only to increasing the educational
level of students placed at-risk but also to improving overall social development in the
country.
Background of the Study
There are two characteristics of studies on alternative high schools specifically for
students placed at-risk whose students are suspended or expelled from their home
schools. First, some studies enumerated the characteristics of the alternative high
schools. These types of study addressed the difficulty in defining alternative schools. As
Lehr, Tan, and Ysseldyke (2009) stated, ―a clear definition of alternative education still
does not exist, and alternative learning settings can include a broad range of educational
options ranging from independent study programs to charter schools to schools within
schools‖ (p. 19). In this situation, NCES (2002) conducted the first national study of
public alternative schools and programs for educational students placed at-risk ―on topics
related to the availability of public alternative schools and programs, enrollment, staffing,
and services for these students‖ (p. iii). The study was conducted through its Fast
Response Survey System (FRSS), whose ―nationally representative sample was 1,534
public school districts‖ (p. iii). The findings identified ―features of availability and
enrollment in public alternative schools and programs for students at risk of education
failure‖ (p. iii) in the United States. On the other hand, Stevens, Tullis, Sanchez, and
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Gonzalez (1991) attempted to describe alternative schools in Texas, while Foley and
Pang (2006) studied such schools in Chicago. Both studies gave definitions of alternative
schools and identified some of their characteristics in each target area.
Second, other researchers have studied educational effects of alternative high
schools. At the end of the 20th century, Nichols and his colleagues conducted two
studies to examine their alternative program. First, Nichols and Utesch (1998)
investigated impacts of the alternative educational program, focusing on ―student
motivation and self-esteem in a large urban school district in the Midwest‖ (p. 273) using
a sample of 571 middle and high school students. Secondly, Nichols and Steffy (1999)
examined the impact of the alternative educational program for ―student motivation, goal
orientation, self-efficacy and self-esteem‖ (p. 207) using a random sample of 32 middle
and high school students from the 1995-96 school year who successfully completed the
alternative learning program. Through both studies, the researchers identified several
positive outcomes for students who successfully completed the program. Mitchell and
Waiwaiole (2003) also attempted to evaluate the effects of nine high school alternative
programs in Portland Public Schools, Oregon. The mixed methods study judged whether
the missions of ―dropout prevention, credit retrieval and guiding students toward
graduation‖ (p. 6) were achieved. Moreover, Ryan (2009) explored the effective school
processes of public alternative high schools specifically for students placed at-risk. To
achieve this purpose, the study pointed out variables that were statistically significant for
outcomes such as the graduation rate, the average daily attendance, and the percentage of
students who joined two-year or four-year colleges after their graduation.
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Justification
In this section, the necessity and significance of this study will be clarified. Two
problem statements will be used: (a) a practical problem statement, and (b) a research
problem statement.
Practical Problem Statement
Some laws and policies have been created to address at-risk behaviors of young
adolescents. One of them is Section 224 of the Juvenile Justice and Delinquency
Prevention Act (JJDPA) of 1974, which was enacted to focus on the needs of delinquent
students. The Office of Juvenile Justice and Delinquency Prevention (OJJDP) was
established to effectively deal with implementation of this legislation. The U.S.
Department of Justice (1980) explained:
Pursuant to Section 224 of the Juvenile Justice and Delinquency Prevention Act
of 1974, as amended in 1977, the Office of Juvenile Justice and Delinquency
Prevention (OJJDP) is sponsoring a major demonstration program to prevent
juvenile delinquency through the development and implementation of projects
designed to keep students in schools, to prevent unwarranted and arbitrary
suspensions and expulsions, dropouts, push outs and truancy. (p. 1)
Later, through six reauthorizations, the JJDPA has encouraged partnerships and
collaborations among federal, state, and local governments. To strengthen such
collaborations, since the 1992 reauthorization, ―penalty provisions for failure to meet the
Act‘s core requirements‖ (Department of Human Services, State of Michigan, 2006, p. 1)
have been imposed and enforced all over the United States. According to the Department
of Human Services, State of Michigan, the core requirements were:
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(a) separation of juvenile offenders from adults in custody with the exception of
youth whose cases have been waived to adult court;
(b) removal of juveniles from adult jails or lockups, with the exception of youth
whose cases have been waived to adult court;
(c) deinstitutionalization of status offenders; and
(d) reduction of disproportionate minority contact. (p. 1)
On the other hand, another act, the Civil Rights of Institutionalized Persons Acts
(CRIPA), was enacted by the federal government in 1980. According to O‘Rourke,
Catrett, and Houchins (2008), the act provided ―the federal government with the legal
authority to address dangerous conditions and practices in juvenile justice facilities‖ to
bring about ―improvement or reform of the educational, vocational and aftercare services
provided to incarcerated students‖ (p. 40). Through implementation of the act, ―more
than 30 agreements between the federal government and the states with the purpose of
improving the educational services provided to students have been made since 1980‖
(O‘Rourke et al., 2008, p. 40).
Because of these legal actions, alternative educational schools/programs have
been improved. According to Raywid (1999), during the 1960s, alternative education in
private and public school settings emerged to implement effective education for students
from minority and poverty families in urban areas and progressive education for students
in suburban areas. Then, the education was developed in the 1970s in the United States
to initially deal with juvenile delinquency (U.S. Department of Education, 2006).
Furthermore, according to the U.S. Department of Education (2006), the number of
alternative schools totaled over 4,500 in 2004. Subsequently, as time has gone by,
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alternative education has been expanding in kind and number. Barr and Parrett (1997)
stated that there were many kinds of alternative educational programs available, not only
for delinquent students but also for many students whose needs did not match the
traditional education setting. This suggests that the necessity of alternative education has
been growing for students placed at-risk and other students with special needs.
Although these educational measures have been implemented, the trend of
dropping out high school is still one of the biggest social issues in the United States. That
is, whereas alternative high schools are tackling educational issues for high school
students placed at-risk who leave regular schools, about 16% of students still drop out
(CNN, 2009). This situation may lead to a question of whether alternative high schools
and education for students placed at-risk are really appropriate, and, if not, what kind of
education is appropriate for at-risk high school students in such schools. Answering
these questions can help policy makers, principals, teachers, and other educators who are
in charge of the development and improvement of alternative education to establish more
effective alternative high school education. Without proof that alternative high schools
specifically for students placed at-risk are being effective, such schools may risk being
closed if public funding is cut off. If teachers and staff working at such schools lose their
jobs, unemployment in this country would worsen. Moreover, the safety of society may
be compromised and the financial burden could increase (Rumberger, 1995), unless other
appropriate means of dealing with juvenile delinquency can be found. To fulfill these
practical needs, finding key predictors may be one contributor to the creation of
successful alternative high schools specifically for students placed at-risk.
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Research Problem Statement
Some researchers have examined characteristics of public alternative schools.
Stevens et al. (1991) evaluated alternative schools in Texas through 10 research questions
about programs, school size, student characteristics, outcomes, teachers, and perceptions
by administrators and teachers. Foley and Pang (2006) asked superintendents, principals,
and directors about programs used in alternative schools in Chicago, and characteristics
of students in those schools. The questions regarding the programs dealt with
―administration of the program,‖ ―characteristics of students,‖ ―school program
characteristics,‖ and ―program staff characteristics‖ (pp. 13-16). These studies attempted
to explain the current situations of alternative schools by presenting numbers related to
each construct. However, because the samples used by both studies were selected from
only one state, the findings were not nationally generalized. Moreover, the findings are
not focused on the high school level.
To promote generalization, the National Center for Education Statistics (2002)
used a nationally representative dataset of the Fast Response Survey System (FRSS)
conducted in 2000-01. Through the findings, ―availability of and enrollment in public
alternative schools and programs for at-risk students,‖ ―alternative schools and programs:
entrance and exit criteria,‖ and ―staffing, curriculum and services, and collaboration‖
were examined (pp. iii-vi). On the other hand, Lehr et al. (2009) used two types of
sources: ―(a) a comprehensive review of legislation and policy on alternative
schools/programs from 48 states and (b) a national survey about alternative schools and
students served completed by key contacts at state departments of education‖ (p. 19).
They attempted to explain ―state-level definitions of alternative schools, enrollment
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criteria, school characteristics, students served, staffing, curriculum and instruction, and
outcome‖ as well as ―the proposition of special education in these settings and the extent
to which students with disabilities enroll‖ (p. 19). The findings from these two studies
could be generalized because of usage of a nationally representative dataset. However,
statistically significant predictors, which can determine outcomes in alternative high
schools, could not be discussed. In addition, neither study focused on the high school
level.
Other studies have focused on effects of alternative high schools for students
placed at-risk. Nichols and Utesch (1998) examined the effects of 517 alternative
programs for middle and high school students. They concluded that ―students who
completed the alternative program experienced increases in extrinsic motivation; home,
peer, and school self-esteem; and persistence toward the learning task‖ (p. 276). Mitchell
and Waiwaiole (2003) evaluated nine alternative high school programs in the Portland
(Oregon) Public Schools through a mixed methods approach. They suggested that ―the
alternative programs are effectively and efficiently serving the special educational needs
of a select group of high school students‖ and ―without these programs, the district would
probably face an even higher dropout rate in our comprehensive high schools‖ (p. 17).
These studies concluded that public alternative high schools are effective for at-risk
students. However, both studies cannot be generalized due to the limited sample.
In this situation, the study by Ryan (2009) filled these insufficiencies by using the
2003-04 Staffing and Schools Survey (SASS) dataset. The study examined two aspects
of public alternative schools. First, Ryan defined public alternative high schools through
comparisons with regular high schools on four constructs: student characteristics, school
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characteristics, school processes, and outcomes. Second, Ryan examined relationships
between outcomes and three constructs such as student characteristics, school
characteristics, and school processes in the alternative schools specifically for students
placed at-risk with 9th-12th graders and identified predictors for outcomes. Although the
study contributed to generalizing the findings on public alternative schools by using a
nationally representative dataset, three insufficient aspects remained. First, in the first
research question, the study focused on public alternative high schools that included
talented, elite students in addition to students placed at-risk. Thus, the findings were not
able to identify characteristics of public alternative high school specifically for students
placed at-risk. Second, the study conducted multiple regressions on each construct
separately. That is, because multiple regression with progressive block entry was not
used, the findings did not ascertain whether the later entered block explained a significant
amount of variance above and beyond the previous blocks. Thus, the relationship
between school processes variables and outcomes was examined while the variables were
affected by student characteristics and school staffing and structural characteristics.
Third, because the study was conducted through the 2003-04 SASS, the findings are not
from the most recent nationally representative dataset.
After reviewing these previous studies, it is evident that there are few studies to
identify statistically significant variables in student demographics, school staffing
characteristics, and school processes which can accurately determine outcomes of public
alternative high schools specifically for students placed at-risk by using the most recent
national data set. To fill this gap, statistically significant predictors for two outcomes on
student performance—the average daily attendance and the graduation rate—were
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examined through multiple regression analyses for the 2007-08 SASS, the most recent
nationally representative dataset.
Purpose Statement
The purpose of this study was to add to the small body of quantitative research on
public alternative high schools specifically for students placed at-risk in the United States
by using the data from a nationally representative sample of such schools. These data are
part of the School and Staffing Survey, which was collected by the National Center for
Education Statistics. To achieve this purpose, three research questions were established
for this study.
First, this study was aimed at describing recent trends of public alternative high
schools in student demographics, staffing characteristics, school processes, and school
outcomes from the 2003-04 to 2007-08 school years by using the Schools and Staffing
Survey (SASS) 2003-04 and SASS 2007-08 datasets. Second, this study was aimed at
identifying predictive variables in student demographics, staffing characteristics, and
school processes contributing to the average daily attendance of alternative high schools
specifically for students placed at-risk in the 2007-08 school year. Third, this study was
aimed at identifying predictive variables in student demographics, staffing characteristics,
and school processes contributing to the graduation rate of alternative high schools
specifically for students placed at-risk in the 2007-08 school year.
Research Questions
Through examination of previous studies on alternative high schools specifically
for students placed at-risk, this study proposed the following three research questions:

12
1. To what extent are student demographics (percentage of minority students and
percentage of female students), staffing characteristics (teacher-student ratio
and Hispanic teacher ratio), school processes (extended day academic
assistance, before-school or after-school day care, summer academic
assistance, summer enrichment, traditional grades or academic disciplinebased department, small groups, having the same teacher two or more years,
multi-age grouping, and block-scheduling, dual or concurrent enrollment,
career and technical education, work-based learning or internships, and
specialized career academy), and school outcomes (the average daily
attendance and the graduation rate) different between the 2003-04 and 200708 school years?
2. Do the constructs of student demographics, staffing characteristics, and school
processes predict the average daily attendance in the 2007-08 school year? If
so, what variables in the constructs are the statistically significant predictors?
(a) To what extent are student demographics attributable to the average daily
attendance in public alternative schools specifically for students placed atrisk?
(b) After controlling for the student demographics, are staffing characteristics
associated with the average daily attendance? If so, what are the
significant predictors?
(c) After controlling for the student demographics and staffing characteristics,
are school processes associated with the average daily attendance? If so,
what are the significant predictors?
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3. Do the constructs of student demographics, staffing characteristics, and school
processes predict the percentage of students who graduated with a diploma
(graduate rates) in the 2007-08 school year? If so, what variables in the
constructs are the statistically significant predictors?
(a) To what extent are student demographics attributable to graduation rates in
public alternative schools specifically for students placed at-risk?
(b) After controlling for the student demographics, are staffing characteristics
associated with graduation rates? If so, what are the significant
predictors?
(c) After controlling for the student demographics and staffing characteristics,
are school processes associated with graduation rates? If so, what are the
significant predictors?
Conceptual Framework
The conceptual framework used in this study was created based on previous
studies (see Figure 1). Engelhard (1980) introduced effects of ―a method for determining
organizational effectiveness,‖ suggesting that ―the organization processes the
environmental inputs in order to achieve the goals of the system‖ (p. 6). The model
components consisted of input, process, and output. In the study, school district size,
urbanism, fiscal resources, and composition in ―environmental conditions‖ were used for
input; pupil-teacher ratio and teacher qualifications in ―organizational attributes‖ for
process; and dropout rate in ―goal or dependent variable‖ for output (p. 6).
On the other hand, the National Center for Education Statistics (NCES) (2002)
used three constructs to analyze nationally representative data on public alternative
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School Outcomes
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School Processes
 Support Programs
 Teaching Methods
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Figure 1. Conceptual framework of study.
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schools and programs for students placed at-risk. They were place characteristics,
student characteristics, and process. For place characteristics, ―(a) metropolitan status;
(b) district enrollment size; (c) region; (d) percent minority enrollment; and (e) poverty
concentration‖ (pp. iii-iv) were used. For student characteristics, ―(a) the numbers of
individual education programs (IEPs), and (b) reasons to be transferred to an alternative
school or programs‖ (pp. iv-v) were used. For process, ―(a) staffing; (b) curriculum;
(c) services; and (d) collaboration‖ (p. v) were used. In the study, the outcome was not
used because the study aimed to provide descriptive statistics. However, the study
provided possible predictive variables for outcomes to study public alternative schools
and programs for students placed at-risk.
Like the implementation by the NCES (2002), Ryan (2009) also added student
characteristics in addition to input and process to examine the influence of demographic
factors on outcomes. This attempt was based on the ―Deficit Theory‖ and
―Organizational Theory‖ by St. Germaine (1995, p. 12). According to Ryan, St.
Germaine explained that ―student characteristics should be a good predictor of graduation
rate (in deficit theory of dropout)‖ and ―school structures and process contribute to
dropout (in the organizational theory of dropout)‖ (p. 34). Through the study by Ryan,
the necessity of the four constructs of student characteristics, school characteristics,
school processes, and outcomes was suggested to examine the relationship between
independent and dependent variables on public alternative schools specifically for
students placed at-risk.
Based on the literature, the conceptual framework of the study contained four
constructs—whether (a) student demographics, (b) staffing characteristics, and (c) school
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processes could be used to predict (d) school outcomes as measured by the average daily
attendance and the graduation rate. In this study, the staffing characteristics were dealt as
one of the factors to identify school characteristics because it cannot be controlled by
schools.
Student Demographics
A construct of student demographics can identify what kinds of backgrounds
students have. In this construct, two continuous variables, percentage of minority
students and percentage of female students, were included. Some previous studies
suggested the significance of percentage of minority students for school outcomes
(NCES, 2002). However, contradictory conclusions regarding the significance can be
seen. Thus, to resolve the issue, percentage of minority students was selected as one of
the variables used in this study. Furthermore, percentage of female students was used to
examine the significance of gender difference for school outcomes. Although there were
some studies that suggested influence of female students at alternative schools, few
studies examined the relationship.
Staffing Characteristics
A construct of staffing characteristics can describe what kinds of situations
schools are in. In this construct, two variables—teacher-student ratio and Hispanic
teacher ratio—were incorporated and recreated. Teacher-student ratio, a continuous
variable, indicates the percentage of the total teachers for total number of enrolled
students around the first of October in the school year. Hispanic teacher ratio, a
continuous variable, indicates the percentage of Hispanic teachers for the total number of
teachers around the first of October in the school year.
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Teacher-student ratio was used to resolve contradictory conclusions regarding the
significance of the variable. Hispanic teacher ratio was used to supplement the lack of
studies that examined the significance of race/ethnicity difference of teachers for school
outcomes.
School Processes
A construct of school processes can describe what kinds of treatments were used
in the schools. In this construct, support programs, teaching methods, and instructional
opportunities were included. For this construct, the NCES (2002) used staffing,
curriculum, service, and collaboration. Because this study defined school processes as
treatments used inside or outside of the schools, the constructs of curriculum, service, and
collaboration were used as the support programs, teaching methods, and instructional
opportunities, and the construct of staffing was moved to another construct, staffing
characteristics.
For the support programs, four binary variables were used. They are extended
day academic assistance, before-school or after-school day care, summer academic
assistance, and summer enrichment. Extended day academic assistance refers to a
program providing instruction beyond the normal school day for students who need
academic assistance. Before-school or after-school day care refers to a before-school or
after-school day care program. Summer academic assistance refers to summer school
activities or academic interventions provided for students enrolled in the school year who
need academic assistance. Summer enrichment refers to summer school activities or
academic interventions provided for students enrolled in the school year who seek
academic advancement or enrichment.

18
For the teaching methods, five binary variables were used. They are traditional
grades or academic discipline-based department, small groups, having the same teacher
two or more years, multi-age grouping, and block-scheduling. Traditional grades or
academic discipline-based department refers to grouping students based on K-12 grades
or teaching subjects (e.g., math and science). Small groups refers to grades subdivided
into small groups, such as houses or families. Having the same teacher two or more years
refers to student groups that remain two or more years with the same teacher. Multi-age
grouping means that most students normally in different grades are placed together.
Block scheduling means that class periods are scheduled to create extended blocks of
instruction time.
For the instructional opportunities, four binary variables were used. They are dual
or concurrent enrollment, career and technical education, work-based learning or
internships, and specialized career academy. Dual or concurrent enrollment refers to
offering both high school and college credit funded by the school or district. Career and
technical education refers to career and technical education such as agriculture, business,
computer science, health care, public and consumer services, communications,
construction, engineering, manufacturing, repair, science, or transport technologies.
Work-based learning or internships refers to work-based learning or internships outside
of school, in which students earn course credits for supervised learning activities that
occur in paid or unpaid workplace assignments. Specialized career academy refers to
curriculum organized around a specific career area, such as health, hospitality, or IT.
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School Outcomes
When considering school outcomes, it is crucial to assess whether an alternative
education program is effective for high school students placed at-risk. To address this
problem, many studies suggested some indicators that can be used to assess the effects of
education for students placed at-risk. Some studies suggested that the average daily
attendance could be an indicator. Just as President Obama and Vice President Biden
(n.d.) supported the use of attendance rates as one factor that may increase likelihood of
high school graduation, Taylor and Bogotch (1994) also stated that attendance strongly
affected not only academic improvement but also many other outcomes such as
―retention at grade level, dropping out, and misbehavior‖ (p. 306). This means that the
average daily attendance can be an outcome to represent overall development of students
because it proves that students can stay in an educational context without being
suspended, expelled, arrested, or caught loitering outside of schools. Moreover, Moos
and Moos (1978) emphasized effects of attendance rates of students to quantify the extent
of delinquency, citing the study by Walberg (1972) that ―skipping school (truancy) has
been related to self-reported delinquency‖ (p. 264). These studies indicated the efficacy
of attendance rates to be used as an outcome in studies on alternative schools. Thus, this
study uses the average daily attendance as an outcome.
Additionally, the graduation rate of public alternative schools specifically for atrisk students explains the extent to which such schools contribute to reducing the dropout
rate of students who decide to accept this opportunity to be educated. Because such
students need to fulfill certain academic and behavioral criteria to graduate, the
graduation rate was used to assess quality of education in previous studies. For example,
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Stevens et al. (1991) evaluated seven alternative schools in Houston, Texas, by
measuring changes in their graduation rates. Lehr et al. (2009) also used the graduation
rate as one of the outcomes to assess quality of alternative schools in the analyses of
alternative school policy of 48 states in the U.S. Moreover, Ryan (2009) investigated
predictors of graduation rates of public alternative high schools with at-risk students.
These studies indicated the efficacy of the graduation rate to be used as an outcome in
studies of alternative schools. Thus, the current study also used graduation rate as an
outcome measure.
The number of the sample for the graduation rate was less than the number for
the average daily attendance because some alternative high schools specifically for atrisk students aim to return their students to their home schools. Lehr et al. (2009)
indicated through the analysis of alternative school legislation or policy of 48 states that
―16 states (64%) indicated many or almost all of the students who attend alternative
schools return to the traditional education settings‖ (p. 28). The goal of the two-tiered
alternative program used in a study by Nichols and Steffy (1999) was also placing
students back into their home schools after successfully completing the program. These
findings mean that the principals whose alternative schools did not aim to let students
graduate from their schools could not answer questions on the graduation rate.
Relationship Between Average Daily Attendance and Graduation Rate
There is a strong relationship between the average daily attendance and the
graduation rate. Griffin, Hoffman, and Hunter (1984) stated that ―the most negative
result of poor school attendance‖ (p. 5) is dropping out. De Jung (1988) also indicated
that a high rate of cut classes, especially among freshman in high schools, connects with
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a high dropout rate. Based on the findings in these studies, improving the average daily
attendance appears to contribute to higher graduation rate. This means that successful
attendance can be considered one of the imperative factors or processes to lead students
to successful graduation. Thus, many studies that examined effects of education in
schools used the graduation or dropout rate as an outcome, rather than the average daily
attendance.
Limitations
This study had five limitations that were found before the data were analyzed.
Taking the following limitations into consideration, the variables in this study were based
on the review of the literature.
First, because this study chose to use only school-level data, many variables on
students and teachers that might have added additional information were not available.
Thus, the insight into what was happening in classrooms was beyond the scope of this
study.
Second, due to the lack of appropriate questions in the SASS datasets used in this
study, this study examined limited variables. For example, only two variables were
explored in student demographics, although previous studies suggested that students‘
personal disposition (Beyers & Houston, 2001; Cuellar & Cuellar, 1990; Kearney, 2007),
experiences before high school (Beteman & Karr-Kidwell, 1995; Colorado Foundation
for Families and Children, 2002; De Jung, 1988; Department of Human Services, State of
Michigan, 2006; Henry, 1988; Nelson, Stage, Duppong-Hurley, Synhorst, & Epstein,
2007), reasons why students entered alternative schools (Foley & Pang, 2006),
―association with delinquent or deviant peers in the context of school‖ (U.S. Department
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of Justice, 1980, pp. 4-5), and periods of how long students stayed at alternative schools
(Foley, 2008) were identified as factors that can affect education for at-risk students.
Moreover, this study was also limited in its choice of variables on school
processes. For example, variables of quality of teachers (Foley & Pang, 2006; U.S.
Department of Justice, 1980; Zhang, 2008) and relationships among stakeholders (BeebFrankenberger, Lane, Bocian, Gresham, & MacMillan, 2005; Brown & Beckett, 2007;
Cuellar & Cuellar, 1990; De Jung, 1988) were not used in this study, although some
previous studies suggested that these variables can be important factors to affect
education for students placed at-risk.
Third, all of the data in this study were self-reported by the principals who
participated in this study. For example, they may have made a mistake when they
calculated the outcomes or used different criteria to calculate the average daily attendance
and/or the graduation rate. However, this study had to rely on these numbers because the
survey did not show any recommended way to calculate such outcomes. Moreover, the
support programs, teaching methods, and instructional opportunities may not be the same
at each alternative high school even if the same names of such school processes are used.
Although the contents of school processes should have been taken into consideration, this
study had to rely on the answers from the principals.
Fourth, this study was correlational and did not examine cause and effect because
a cross-sectional survey was used and ―survey researchers do not experimentally
manipulate the conditions‖ (Creswell, 2008, p. 388). Therefore, no definitive, causal
statements can be offered in the study. For the identification of causal influences on
outcomes only a rigorous experimental design will be able to tease out the possible effect.
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Lastly, the current study could not distinguish various kinds of alternative
schools. There is wide variation in the kinds of services that schools and communities
provide for students placed at risk. This is a limitation of using existing data, and further
research will allow for an examination of this variation.

CHAPTER II
LITERATURE REVIEW
In this section, three factors will be examined: (a) high school, (b) at-risk trends,
and (c) alternative high schools specifically for students placed at-risk. In discussing
each factor, the researcher will discuss how previous studies examined these factors and
what aspects of each have been overlooked, even though they are important.
High School
This section consists of two parts: (a) History and Current Situation of a High
School, and (b) Characteristics of High School Students.
History and Current Situation of a High School
Approximately 200 years have passed since the first high school began in the
United States (Reese, 1999). According to the U.S. Department of Justice (1980),
―consonant with the rapid technological advances since the 1940‘s, secondary education
has become a reality for most 14 to 17 year olds‖ (p. 1). Currently, the Answer
Corporation (2010) defined a high school as follows:
In the U.S., any three- to six-year secondary school serving students about 14–18
years of age. Four-year schools are by far the most common; their grade levels
are designated freshman (9th grade), sophomore (10th), junior (11th), and senior
(12th). Comprehensive high schools offer both general academic courses and
specialized commercial, trade, and technical subjects. Most U.S. high schools are
tuition-free, supported by state funds. Private high schools are usually classed as

24

25
either parochial or preparatory schools. (Britannica Concise Encyclopedia: high
school section, para 1)
In 2004, there were 18,435 high schools in the United States (National Center for
Education Statistics, 2005). According to the NCES (2007), a high school can be divided
into five types of schools: (a) regular school, (b) special emphasis program school,
(c) special education school, (d) vocational/technical school, and (e) alternative school.
Ryan (2009) calculated the proportion of each school type in the U.S. through the SASS
2003-04 Public School Data File conducted by the NCES (2004). The results indicated
the following: (a) regular school—69.8%; (b) special emphasis program school—4.1%;
(c) special education school—2.9%; (d) vocational/technical school—4.0%; and
(e) alternative school—19.2%.
Some data indicate that education in high school in the U.S. is not sufficient.
Based on the findings by the NCES (1992), Barr and Parrett (2001) revealed that ―nearly
83 percent of 19- and 20-year-olds had completed high school or its equivalent by the
year 1990‖ (p. 166). Moreover, Barr and Parrett added that ―only 13 percent of high
school graduates in the United States complete‖ curriculums such as ―four years of
English, three years each of math, science, and social studies, two years of a foreign
language, and one-half year of computer science‖ (p. 166). The Cable News Network
(2009) also reported that ―nearly 6.2 million students in the United States between the
ages of 16 and 24 in 2007 dropped out of high school,‖ and ―most of the dropouts were
Latino or black‖ (para. 1). These findings mean that education in U.S. high schools can
stand further improvement.
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Characteristics of High School Students
Specific characteristics can be generally seen in students of high school age. For
example, on average, males increase 7.3 inches in height and 35.9 pounds in weight
between the ages of 15 and18, whereas females increase by 3.6 inches and 21.2 pounds
(McDowell, Fryar, Ogden, & Flegal, 2008, pp. 6-12). This means that most high school
students experience some physical changes. However, changes that high school students
experience are not only physical ones. Pennington (2010) explained that most high
school students can experience changes in two other areas: cognitive development and
social development (para. 3-4). The characteristics of cognitive development include:
Need to understand the purpose and relevance of instructional activities,
Are both internally and externally motivated,
Have self-imposed cognitive barriers due to years of academic failure and lack
self-confidence,
May have ―shut down‖ in certain cognitive areas and will need to learn how to
learn and overcome these barriers to learning,
Want to establish immediate and long-term personal goals, and
Want to assume individual responsibility for learning and progress toward goals.
(Pennington, 2010, ―Characteristics of High School Learners,‖ para. 3)
On the other hand, the characteristics of social development were:
Interested in co-educational activities,
Desire adult leadership roles and autonomy in planning,
Want adults to assume a chiefly support role in their education,
Developing a community consciousness, and
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Need opportunities for self-expression.
(Pennington, 2010, ―Characteristics of High School Learners,‖ para. 4)
Based on this knowledge, Pennington suggested that better understanding of such
characteristics is necessary for teachers to teach high school students. In return, if these
characteristics are not understood fully by teachers and other adults working with high
school students, at-risk factors could begin to appear in some of the students.
At-Risk Trends
In this section, multiple aspects of at-risk will be explained. The section consists
of two parts: (a) Definitions of At-Risk, and (b) Delinquent High School Students.
Definitions of At-Risk
Previous studies have identified characteristics of at-risk students by looking at
the students‘ specific actions or behaviors. The National Center for Education Statistics
(2002) defined ―at-risk‖ students as those exhibiting ―poor grades, truancy, disruptive
behavior, pregnancy, or similar factors associated with temporary or permanent
withdrawal from school‖ (p. 3). The Colorado Foundation for Families and Children
(2002) defined ―at-risk‖ students as those (a) ―with several office referrals for behavioral
problems (leading to the Habitually Disruptive label),‖ (b) ―who are chronically truant,‖
(c) ―who are struggling in academic tasks and primarily failing all or almost all subjects,‖
(d) ―who are displaying emotional difficulties that tend to stem from family stressors,‖
(e) ―on the fringe of the social network,‖ and (f) ―who have had some interface with law
enforcement‖ (p. 15). Moreover, the six characteristics of at-risk students identified by
Cuellar and Cuellar (1990) were (a) having ―frustration with school,‖ (b) having a ―poor
academic record,‖ (c) exhibiting ―discipline and attendance problems,‖ (d) being at ―a
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disadvantaged social and economic level,‖ (e) having ―low aspirations with an even
poorer self-concept,‖ and (f) being of ―minority groups‖ (p. 2).
These findings suggest that at-risk trends mainly consist of academic, behavioral,
social, mental, and/or demographic issues. In particular, behavioral issues, in other
words, delinquency, is the strongest factor to identify such trends. This means that at-risk
trends of students tend to be expressed through their delinquent behavior.
Delinquent High School Students
As explained in many previous studies, delinquency is one factor that can most
clearly present characteristics of at-risk students. According to the U.S. Department of
Justice (USDJ, 1980), delinquency is defined as ―the behavior of a juvenile in violation of
a statute or ordinance in a jurisdiction which would constitute a crime if committed by an
adult‖ (p. 12). To put it concretely, ―school-related problems of vandalism, violence,
disruptive classroom behaviors, truancy, and dropout‖ (USDJ, 1980, p. iii) are examples
of such behaviors. Barr and Parrett (2001) added risky behaviors to the definition, such
as ―the use of alcohol, tobacco, drugs, as well as sexual activity, safety, and nutrition,‖
explaining that such behaviors can cause ―a continuing crisis in adolescent health‖
(p. 17).
One trend in juvenile delinquency is that the number of heavy assaults has been
decreasing, as indicated by the Office of Juvenile Justice and Delinquency Prevention
(OJJDP) (2006), who reported a lower rate in a violent crime or theft committed either at
school or away from school by both male and female students ages 12-18. Based on this
trend, the OJJDP suggested that school circumstances had improved for students in 2001
compared to 1992 (p. 29). This is good news, because much money may be saved by
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improving safety in the schools. In 1992, the National School Safety Center stated that
―millions of dollars that would normally be allotted for educational and academic
programs are being diverted to school security and protection system‖ (p. 10).
On the other hand, the OJJDP also indicated that the number of arrests of
juveniles ages 10-17 for simple assaults—attacks without use of a weapon and those not
resulting in serious bodily harm to the victim—had been increasing since 1984.
Unfortunately, because they are more minor crimes than aggravated assaults, simple
assaults are likely to be overlooked legally (OJJDP, 2006, p. 142). Thus, few studies
have examined the relationship between an increase in simple assaults and a decrease in
aggravated assaults. Moreover, the National School Safety Center (1992) warned that
few studies have reported the current situation on bullying, even though concern for
bullying has been increasing recently. These reports suggest that juvenile delinquency
still remains a problem in this country, but the behaviors are changing from visible,
noticeable assaults to invisible, unnoticeable ones.
The delinquency rate for high school students is higher than the rates at other
school levels. According to reports by the U.S. Department of Commerce, Economic,
and Statistic Administration (2009), during 2005 and 2006, the percentage of public
schools, randomly selected in a national survey, that reported violent incidents was
extremely high: 67% of 48,600 primary schools, 94% of 15,500 middle schools, and 95%
of 11,700 high schools. Based on this information, appropriate educational practices for
at-risk high school students are imperative, because these students have already missed
necessary treatments that should have been provided in their elementary or middle school
years.
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Alternative High Schools Specifically for Students Placed At-Risk
Education for high school students placed at-risk takes place in many schools.
According to the Ryan‘s (2009) study based on the SASS 2003-04, 87% of total public
schools specifically for at-risk students in grades 9-12 were alternative schools. The
number was extremely high compared to other school types: 3.8% for regular schools,
8.3% for schools for special education, 0.5% for vocational and technical schools, and
0.4% for schools with special program emphasis. These findings suggest high
expectations for alternative schools offering educational programs for students placed atrisk.
This section explores previous studies on alternative high schools specifically for
students placed at-risk in regard to eight areas: (a) overall view of these schools, (b) their
characteristics, (c) relationship between student demographics and the average daily
attendance, (d) relationship between staffing characteristics and the average daily
attendance, (e) relationship between student processes and the average daily attendance,
(f) relationship between student demographics and the graduation rate, (g) relationship
between staffing characteristics and the graduation rate, and (h) relationship between
student processes and the graduation rate.
Overall View of Alternative High Schools Specifically for Students Placed At-Risk
Alternative schools emerged in the late 1960s with the purpose of providing
―different learning environments and structures for students who did not ‗fit in‘ to the
traditional programs‖ (Kellmayer, 1995, p. 4). However, alternative education was
officially and legally approved in 1970s. According to the U.S. Department of Justice
(1980), under Section 224 of the Juvenile Justice and Delinquency Prevention Act of
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1974, as amended in 1977, alternative education was developed by the Office of Juvenile
Justice and Delinquency Prevention (OJJDP). The specific objectives were:
(a) To develop and implement strategies and techniques in Alternative Education
in public and private non-for-profit schools which improve those educational
policies, practices and procedures which impact serves to youth;
(b) To upgrade the equality of existing alternative education programs by
improving curriculum development, staff training, youth and parent
participation, and administrative policies and practices of schools and school
districts;
(c) To reduce the number of student dropouts, truants, suspensions and expulsions
in schools and school districts where these program operate; and
(d) To prepare students for employment and/or successful participation in postsecondary training or education (U.S. Department of Justice, 1980, p. 1).
Thus, alternative education was originally started to address juvenile at-risk trends.
In 2003-04, there were 4,788 alternative schools, enrolling 1.1% of the total
student population (U.S. Department of Education, 2006, p. 153). Foley and Pang (2006)
explained that ―public alternative schools, charter schools for at-risk youth, programs
within juvenile detention centers, community-based schools or programs operated by
districts, and alternative schools with evening and weekend formats‖ (p. 10) can all be
included in a category of alternative education for at-risk youth. However, alternative
schools are not only for at-risk students. Raywid (1990) explained that there were three
types of alternative schools: (a) Type 1: ―programs designed in answer to the search for
an education that will simultaneously prove more humane, more responsive, more
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challenging, and more compelling for all involved‖; (b) Type 2: programs for disruptive
students removed from regular schools to ―leave others to study in peace‖; and (c) Type
3: programs focusing on ―changing behavior or attitudes, and the therapy component‖
(p. 25). This means that the necessity of alternative education has been ongoing for atrisk students and other students who have special needs.
Some studies defined both an alternative school and alternative education. The
Michigan Department of Education (MDE) (2004) defined an alternative education
program as ―a separate program within a K-12 public school district or charter school
established to serve and provide youth a choice or option whose needs are not being met
in the traditional school setting‖ and alternative schools as ―public schools which are set
up by states or school districts to serve populations of students who are not succeeding in
the traditional public school environment‖ (p. 1). The MDE also explained that
(a) ―alternative schools offer students who are failing academically or may have learning
disabilities or behavioral problems an opportunity to achieve in a different setting‖; and
(b) ―while there are many different kinds of alternative schools, they are often
characterized by their flexible schedules, smaller teacher-student ratios and modified
curricula‖ (p. 1). Moreover, the National Center for Education Statistics (2002) indicated
that ―alternative schools were defined as being ‗usually housed in a separate facility
where students are removed from regular schools,‘ whereas alternative programs were
defined as being ‗usually housed within regular schools‘‖ (p. 3). Therefore, the
difference between an alternative school and alternative education is classified by the
place in which specific education for students who do not fit traditional education is
conducted.
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Based on this definition, NCES (2002) reported the number of public alternative
schools and programs for at-risk students during the 2000-01 school year. The findings
indicated that: (a) ―there were 10,900 public alternative schools and programs for at-risk
students,‖ (b) ―59% of all public alternative schools and programs for at-risk students
were housed in a separate facility,‖ and (c) ―alternative schools and programs were
offered at the secondary level (grades 9 through 12) by 88 to 92 percent of districts‖
(pp. iii-iv). The findings stated that ―putting students on a waiting list was the most
common procedure of districts where demand exceeded capacity (83%)‖ (p. iv). Thus,
although alternative high schools play an important role in the education of students
placed at-risk in the United States, existing alternative schools and programs cannot yet
fulfill the needs of all students placed at-risk.
Characteristics of Alternative High Schools Specifically for Students Placed At-Risk
The characteristics of alternative high schools specifically for students placed atrisk have been examined from many aspects. First, Shrier and Crosby (2003) identified
characteristics of alternative high school students through the results of a survey on
students‘ sexual activities. They used a nationally representative survey on sexual
experiences of U.S. students enrolled in 1,390 alternative high schools in 50 states and
the District of Columbia. The findings concluded that ―African-American, female, and
urban alternative school students may be priority populations for sexual risk reduction
intervention‖ (p. 199) after reporting that ―most alternative high school students (85.5%)
had engaged in sexual intercourse compared with almost one-half (48.3%) of students in
regular schools‖ (p. 197). The findings indicated that sexual education may be necessary
in alternative schools, although differences in race, gender, and living situation may exist.
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Second, Mitchell and Waiwaiole (2003) investigated characteristics of alternative
high schools for students placed at-risk through an evaluation of nine alternative high
schools in 2002-03. Based on perspectives of teachers in the alternative schools, this
study suggested that ―32% of females were rated as having more problem behaviors than
their male counterparts (13%)‖ (p. 14). Additionally, it indicated that ―with the exception
of Asian American students, minority students are represented at greater rates in the indistrict alternative programs than they are in the regular education population at these
seven high schools‖ (p. 10) and ―the alternative education juniors had lower scores in
reading and math than regular education sophomores‖ (p. 12). These findings indicated
that the at-risk trends of alternative school students can vary depending on their gender
and race, whereas such students commonly struggle academically.
Third, Ryan (2009) identified characteristics of education in alternative high
schools by comparing them with regular high schools. The findings indicated that:
Public alternative high schools could be defined as schools that were likely to
have more students approved for NSLP [free or reduced price lunches], were
found in a large or midsize central city, had small enrollment, had fewer hours in
the school day, were specifically for students at-risk, used the instructional
approach, had admissions requirements, had lower average daily attendance, had
a lower percentage of students who graduated last year, as well as a lower
percentage of graduates who went to a four-year college, compared to regular
public high schools. (p. 96)
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Unfortunately, the findings did not focus on alternative high schools specifically for
students placed at-risk, but on alternative schools with 9th through 12th graders.
However, the study contributed to generalizing the findings by using the SASS 2003-04.
Fourth, other studies used reasons why alternative school students enter the
alternative schools or programs to explore characteristics of alternative school students.
Foley and Pang (2006) described characteristics of alternative school students in Illinois
through a survey of 50 program directors or principals of alternative programs. They
found that (a) 76% of students were between the ages of 12 and 21; (b) almost 50% of
students were identified as emotional and behavior disordered, and 10% of them were
learning disabled; and (c) 30% of students came to alternative schools due to a referral by
their home school, social-emotional or behavior issues, and/or truancy. Lehr et al. (2009)
also suggested similar findings based on an analysis of alternative school legislation or
policy of 48 states. According to the findings, factors leading students to alternative
schools or programs included (a) behavior problems, not including a documented
disability (88%); (b) history of poor attendance or dropout (88%); (c) suspension or
expulsion (67%); and (d) learning difficulties, not including a documented disability
(61%). These findings indicated that most alternative school students participate in
alternative schools or programs due to their behavioral, emotional, or learning problems.
Student Demographics and Average Daily Attendance
One of the factors that can affect student performance is the student‘s
background. However, there are few studies that examined relationship between the
average daily attendance and background, regardless of studies on regular or alternative
schools. One of those by Ryan (2009) indicated that percentages of students who were
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racial or ethnic minorities, with an individual educational program, with a limited English
program, and from poor families were not related to the average daily attendance in
public alternative high schools specifically for students placed at-risk. However, this
study did not use the most recent national data set. On the other hand, some studies
indicated that gender differences can be seen in the number of students who were
enrolled in alternative schools. For, example, while Frensch, Cameron, and Preyde
(2009) explained that over 70% of students enrolled in alternative schools in
southwestern Ontario, Canada, were male, Mitchell and Waiwaiole (2003) indicated that
teachers felt female students had more behavior problems. However, few studies
examined relationship between the average daily attendance and gender. To fill these
gaps, the current study examined the relationships between these two variables related to
minority students and female students and the average daily attendance by using the most
recent national data set.
Staffing Characteristics and Average Daily Attendance
Although the literature on the relationship between school staffing characteristics
and the average daily attendance is limited, several trends have emerged. For example,
as to the daily attendance of regular high schools, Pang (2005) suggested that teachers
who can understand students‘ cultural background including native languages are
necessary to retain students at schools. Aguilar (2010) also suggested that Hispanic
teachers can enhance the learning environment for Hispanic students. As to the daily
attendance of alternative schools, Baez (1992) suggested through evaluation of
alternative programs for students placed at-risk in Milwaukee Public Schools that White
teachers can be one of the factors to keep minority students from schools. Thus, based on
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these previous results, the current study investigated the association between percentage
of Hispanic teachers and the average daily attendance at alternative schools by using the
most recent national data set.
In the literature on alternative high schools, the findings on the relationship
between teacher-student ratio and the average daily attendance are consistent. Many
studies indicated that smaller class size and higher teacher-student ratio are significant in
keeping students in school (Frensch et al. 2009; Griffin et al. 1984; Nichols & Steffy,
1999; Wilkins, 2008). Ryan‘s (2009) study, which was the most comprehensive study on
the relationship between alternative high schools‘ staffing and structural characteristics
and the average daily attendance, also indicated that smaller class size or larger teacherstudent ratio significantly contributed to the average daily attendance in public alternative
high schools.
School Processes and Average Daily Attendance
School processes, particularly the variables related to teaching and learning, are
among the most important variables in the schooling process that can be manipulated
(Marzano, 2003). Although Marzano relied on the general literature to conduct a metaanalysis to develop the most important school processes factors for school improvement,
the importance of school processes variables is also revealed in the literature on
alternative high schools. In the following review, the construct of school processes was
divided into three sub-constructs: (a) support programs, (b) teaching methods, and
(c) instructional opportunities.
Support programs and average daily attendance. At-risk students have their
unique and diversified needs. Educational support programs—academic or non-
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academic—are needed to improve the average daily attendance in alternative schools. As
to the relationship between such programs and the average daily attendance, some studies
provided suggestions to create programs that can influence students‘ attendance
positively. For example, Stevens et al. (1991) indicated that educational programs to
enhance students‘ motivation are necessary to improve daily attendance. Wilkins (2008)
suggested that students are more likely to attend schools by implementing programs to
help students overcome academic difficulties. Moreover, Mitchell and Waiwaiole (2003)
indicated the necessity of educational programs that fit students‘ need and care for their
lives outside or after high school.
In this situation, Ryan (2009) identified concrete educational programs that had a
significant positive relationship with the average daily attendance in alternative high
schools. According to the findings, only health care program was significant, while
discipline educational program, extended assistant educational program, and summer
assistant program were not. The significance of health care was supported by the study
reported by the U.S. Department of Justice (1980). However, the findings refuted some
previous studies that indicated at-risk students can make up learning declines during the
summer session because education in regular classrooms is not enough for the students
(Henry, 1988). To provide a new perspective on these inconsistent results, this study
examined relationships between these academic support programs and the average daily
attendance by using the most recent national data.
Teaching methods and average daily attendance. Teaching methods can be the
greatest source of change in students‘ average daily attendance in alternative schools. As
to the relationship between teaching methods and the average daily attendance, some
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studies suggested some effective teaching methods. For example, Nichols and Steffy
(1999) indicated that individualized teaching methods, rather than traditional teaching
methods, are effective for alternative school students to improve their self-regulation and
learning goals, which were defined as imperative factors for successful school life, such
as the regular daily attendance. Griffin et al. (1984) also suggested the significance of
―self-paced individualized or small group instruction in the basic skills of reading and
math‖ (p. 7). Furthermore, Wilkins (2008) indicated the significance of small schools
because it can connect with ―the close student-teacher relationships and sense of
belonging‖ (p. 22). These findings suggested that non-traditional and small class size
teaching methods are effective in educating alternative school students.
On the other hand, some researchers came to contradictory conclusions regarding
the effect of teaching methods on the average daily attendance of alternative school
students. For example, Ryan (2009) did not find any predictors in teaching methods—
having the same teacher for multiple years, using interdisciplinary teaching, using block
scheduling, and using the self-paced instructional approach. However, she acknowledged
that there were other teaching method variables that were not included in her study.
Given the mixed findings on the association between teaching method variables and the
average daily attendance, the current study investigated the association by using the most
recent national data set.
Instructional opportunities and average daily attendance. Several studies
examined the effects of input from the community on the daily attendance of alternative
schools (Frensch et al. 2009). However, the findings on the relationship between
instructional opportunities and the average daily attendance of alternative schools were
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inconsistent. For example, Griffin et al. (1984) indicated that students who took a
program on basic academic skills and vocational training in a small class size improved
their attendance rate. Frensch et al. (2009) also suggested that vocational training is
effective to keep students in schools. However, Ryan (2009) indicated that opportunities
both for work-based learning and to earn college credits did not associate with the
average daily attendance. To provide a new perspective on these inconsistent results, the
current study examined relationships between these instructional opportunities and the
average daily attendance.
Student Demographics and Graduation Rate
One of the factors that can affect graduation rates is the student‘s background.
Previous studies indicated that racial and sexual differences are associated with the
graduation rate. In the literature on the graduation rate for alternative high schools, the
findings on the relationship between minority status and the graduation rate are mixed.
For example, Ryan (2009) used nationally representative data from the Schools and
Staffing Survey 2003-04 and did not find that the percentage of minority students had a
statistically significant relationship with the graduation rate in public alternative schools
specifically for students placed at-risk. However, Vanderslice (2004) found that ―dropout
rates [in alternative schools] vary significantly by socioeconomic factors and racial
background‖ (p. 16). Moreover, Henry (1988) indicated that educationally students
placed at-risk, who ―are especially concentrated among racial and ethnic minority groups,
immigrants, language minorities, and economically disadvantaged populations‖ (p. 8),
appear to have higher dropout rates in secondary schools.
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A few studies examined the relationship between gender difference and the
graduation rate at alternative schools. In this case, some studies examined differences in
at-risk trends, which can be associated with dropping out, caused by gender differences.
For example, Mitchell and Waiwaiole (2003) indicated that teachers felt female students
had more behavior problems. Furthermore, Shrier and Crosby (2003) indicated that
―females were about 60% more likely than males to report sexual experience‖ (p. 199).
These findings suggested that in alternative schools, female students have more difficulty
reaching graduation than male students. Thus, the current study examined to what extent
the percentage of female students is associated with the graduation rate.
Staffing Characteristics and Graduation Rate
Some studies indicated that alternative high schools‘ staffing characteristics are
associated with the graduation rate. For example, as to teacher quality and staffing,
Croninger and Lee (2001) revealed that teachers‘ characteristics are key factors in
reducing the dropout rate of students placed at-risk. The U.S. Department of Justice
(1980) and Nichols and Steffy (1999) indicated the importance of high teacher-student
ratio in alternative schools specifically for students placed at-risk.
A few studies examined the relationship between teachers‘ race and the
graduation rate. One of them is Baez‘s (1992) study on the evaluation of alternative
programs for students placed at-risk in the Milwaukee Public Schools. The findings
indicated that ―a predominance of White staff working with a predominantly minority
student population‖ can cause ―a problem of cultural and experiential incompatibility
between staff and learners‖ (p. 58). This suggests that teachers‘ race/ethnicity is a factor
impacting students in alternative schools. Although few studies have explored the
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relationship between teachers‘ race and graduation rate in alternative schools, some
studies have been conducted in regular schools. For example, Aguilar (2010) suggested
that Hispanic teachers can enhance the learning environment for Hispanic students.
Because alternative schools have many minority students including Hispanic students
(National Center for Education Statistics, 2002), the current study investigated the effects
of Hispanic teachers in alternative schools by using the most recent national data set.
School Processes and the Graduation Rate
In the following review, findings by previous studies on the relationship between
the construct of school processes and the graduation rate were explained. The construct
was divided into three sub-constructs: (a) support programs, (b) teaching methods, and
(c) instructional opportunities.
Support programs and graduation rate. Students placed at-risk have their
unique and diversified needs. Educational programs—academic or non-academic—are
needed to improve graduation rates in alternative schools. Ryan‘s (2009) study found
that programs for school-based health care, summer school assistance, and summer
school enrichment are not statistically significant predictors for the graduation rate. On
the other hand, some previous studies identified predictive factors in support programs.
For example, Henry (1988) indicated that at-risk students can make up for learning
setbacks during the summer session because education in regular classrooms is not
enough for the students (Cale, 1992; Heyns, 1978). Moreover, the U.S. Department of
Justice (1980) indicated that ―supplemental social services‖ (p. 30) such as health care are
among the effective factors to address the dropout of students enrolled in alternative

43
schools. To provide a new perspective on these inconsistent results, this study examined
relationships between these academic support programs and the graduation rate.
Teaching methods and graduation rate. Teaching methods can be the greatest
factor in changing students‘ graduation rates in alternative schools. Ryan (2009)
identified (a) having the same teacher for multiple years, (b) using interdisciplinary
teaching, and (c) using block scheduling as positive factors for the graduation rate, while
she identified using the self-paced instructional approach as a negative factor. However,
some studies came to contradictory conclusions regarding the effect of teaching methods.
For example, Griffin et al. (1984) found that ―self-paced individualized or small group
instruction in the basic skills of reading and math‖ (p. 7) can help prevent students from
dropping out. Cuellar and Cuellar (1990) and Ruebel, Ruebel, and O‘Laughlin (2001)
also identified small class size and its associated teaching methods as effective in raising
the graduation rate. To provide a new perspective on these inconsistent results, this study
examined relationships between these teaching methods and the graduation rate.
Moreover, contrary to Ryan‘s (2009) findings on effective factors, Ruebel et al.
(2001) identified ―nontraditional and varied curricula‖ and ―flexible scheduling‖ (p. 59)
as two factors leading students to successful graduation from alternative schools.
Unfortunately, their study did not have a strong generalizability regarding the
relationships between these factors and the graduation rate. Thus, the current study
examined the relationships using the SASS 2007-08.
Instructional opportunities and graduation rate. Ryan (2009) doubted the
effects of instructional opportunities on graduation rates of students placed at-risk in
alternative schools. According to her findings, opportunities for both work-based
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learning and earning college credit were not associated with the graduation rate.
However, some studies suggested that collaboration with community members outside of
schools is imperative to stop or reduce the dropout of students in alternative schools (U.S.
Department of Justice, 1980). For example, in regard to work-based learning, Ruebel
et al. (2001) identified ―vocational training involving work in community and school‖
(p. 59) as one of the factors that helps to reduce dropout. ―Career technical education‖
(Rumberger, 2011, p. 271) and ―career academies, tech-prep, internships or cooperatives‖
(Husted & Cavalluzzo, 2001, p. 16) were also introduced as factors to improve the
graduation rate. In regard to earning credits, the U.S. Department of Labor (n.d.)
introduced dual enrollment opportunities to students who are at-risk for dropout to
improve their education. Husted and Cavalluzzo (2001) also indicated that ―selfcontained high schools located on college campus‖ (p. 11) are effective in reducing the
dropout rate of alternative high schools for at-risk students. To provide a new
perspective on these inconsistent results, in the current study, relationships between these
instructional opportunities and the graduation rate were examined by using the most
recent national data set.
Summary
Through the literature review, the significance of using the average daily
attendance and graduation rate as outcomes to examine characteristics of alternative high
schools specifically for students placed at-risk was presented. This chapter also indicated
that providing generalized findings on relationships between student demographics
(percentage of minority students and percentage of female students), staffing
characteristics (teacher-student ratio and Hispanic teacher ratio), school processes

45
(extended day academic assistance, before-school or after-school day care, summer
academic assistance, summer enrichment, traditional grades or academic discipline-based
department, small groups, having the same teacher two or more years, multi-age
grouping, and block-scheduling, dual or concurrent enrollment, career and technical
education, work-based learning or internships, and specialized career academy) and these
two outcomes plays an important role to improve the study of alternative schools. To
better understand these variables used in this study, the following chapters explored their
recent trends.

CHAPTER III
RESEARCH METHODS
This study used a correlational quantitative design in which data are quantified,
collected, and measured in numbers, graphs, or formulas (Schwandt, 2001). According
to Creswell (2009), quantitative methodology is effective for ―testing objective theories
by examining the relationship among variables‖ (p. 4). This study can be situated within
the post-positivistic paradigm, in that it pursues one true reality in the relationship
between predictors for outcomes of the alternative high schools by using quantitative
methodology and caring for the importance of objectivity (Mertens, 2005, p. 9).
In this quantitative study, a survey approach was utilized. Surveys can collect
information about ―some aspects or characteristics (such as abilities, opinions, attitudes,
beliefs, and/or knowledge) of a population‖ (Fraenkel & Wallen, 2005, p. 397). Creswell
(2008) suggested that ―because survey researchers do not experimentally manipulate the
conditions, they cannot explain cause and effect‖ (p. 388).
In this survey, data from the Schools and Staffing Survey for 2007-08 (SASS
2007-08) and 2003-04 (SASS 2003-04) were used. The surveys were administered by
the U.S. Department of Education‘s National Center for Education Statistics (NCES) and
were collected by the U.S. Census Bureau. The data from the study were extracted from
the school survey and utilized for data collection. The questionnaires consisted of openand closed-ended questions.
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For the first research question, differences in characteristics of public alternative
high schools related to alternative education programs specifically for students placed atrisk between the 2003-04 and 2007-08 school years were explained through analysis of
both the SASS 2003-04 and 2007-08 to describe trends of such schools. For the second
research question, the SASS 2007-08 was used to determine constructs that contribute to
the average daily attendance in the 2007-08 school year. For the third research question,
the SASS 2007-08 was used to determine constructs that contribute to the percentage of
students who graduated with a diploma in the 2007-08 school year.
Dataset
The Schools and Staffing Survey (SASS) is a set of questionnaires collected
approximately every four years: 1987-88, 1990-91, 1993-94, 1999-2000, 2003-04, and
2007-08. The survey is administrated by the U.S. Department of Education‘s National
Center for Education Statistics (NCES) and collected by the U.S. Census Bureau.
According to the NCES (n.d.), ―SASS is the nation‘s largest sample survey of America‘s
elementary and secondary schools‖ (para. 1 in Type of School in SASS). SASS has been
focusing on ―teacher demand and shortage, teacher and administrator characteristics,
school programs, and general conditions in schools‖ (NCES, n.d., para. 1 in Overview)
since 1985. It ―also collects data on many other topics, including principals‘ and
teachers‘ perceptions of school climate and problems in their schools; teacher
compensation; district hiring practices and basic characteristics of the student population‖
(NCES, n.d., para. 1 in Overview).
There are two benefits to using the SASS data set. The first benefit is that the
SASS is reliable because the data are representative of public and private schools.
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According to the NCES (n.d.), ―the public school data are reliable at the national and
state levels‖ (para. 1 in Type of School in SASS). Another benefit is that ―many of the
same survey questions have been used in each cross-sectional cycle of the survey,
allowing researchers to investigate trends over time‖ (NCES, n.d., para. 3 in Overview).
This characteristic was utilized to describe the trends of public alternative high schools
specifically for at-risk students.
Finally, this study used data from the SASS 2003-04 and 2007-08 to answer
research question 1 and SASS 2007-08 to answer research questions 2 and 3. In these
surveys, public schools were defined as ―traditional public schools and public charter
schools, including school districts, schools, principals, teachers and library media
centers‖ (NCES, n.d., para. 1 in Type of School in SASS).
Sampling
According to the NCES (n.d.), ―SASS uses a stratified probability sample design‖
to obtain ―the sufficient numbers (of sample) for estimates‖ (para. 1 in Sample Section).
A stratified probability sample design ―is a process in which certain subgroups, or strata,
are selected for the sample in the same population as they exist in the population‖
(Fraenkel & Wallen, 2005, p. 96). Regarding the sample, NCES explained that ―all
schools funded by the Bureau of Indian Affairs are included as part of the public sector in
the 2003-04‖ (para. 1 in Sample Section). All sample sizes and degrees of freedom used
in this study were rounded to the nearest 10 per NCES clearance requirements.
School principals were selected as appropriate participants for this study because
they are able to answer clearly questions regarding their school, teachers, students, and
other resources in this study. To justify the use of principals‘ perceptions, Vanderjagt,
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Shen, and Hsieh (2001) explained that ―[principals] not only know the intricate details of
discipline and factors contributing to problems faced by children, but also have a
perspective on the whole organization rather than individual classroom‖ (p. 98). Thus, it
can be expected that the survey for principals can answer two research questions in this
study clearly.
In this study, the following three steps were used to answer the research
questions. First, to describe trends of public alternative high schools specifically for
students placed at-risk in the last five years, the answers of the principals of such public
alternative high schools in the U.S. in the 2003-04 and 2007-08 school years were used.
This sample was nationally representative of principals (a) who answered ―yes‖ to the
question, ―Is this entire school specifically for students who have been suspended,
expelled or who have dropped out, or who have been referred for behavioral or
adjustment problem?‖; (b) who marked ―Alternative School‖ to the question, ―Which of
the following best describes this school?‖; and (c) who answered ―yes‖ to the question,
―Does this school have students in one or more of grades 9-12?‖ (NCES, 2003, pp. 7-13;
NCES, 2007, pp. 5-11). The actual sample was 150 in both the 2003-04 and the 2007-08
surveys, representing a population of 2,420 alternative high schools specifically for
students placed at-risk in the 2003-04 school year and 2,660 in the 2007-08 school year
(Table 1).
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Table 1
Population and Sample Size for the 2003-04 and 2007-08 Public Schools Questionnaires
Public Alternative High Schools Specifically for At-Risk Students
2007-08

2003-04

Sample Size

150

150

Populations

2,660

2,420

Note. The sample sizes are rounded to the nearest 10 per rules of using restricted data.
Second, to answer research question 2, principals of public alternative high
schools specifically for students placed at-risk in the U.S. in the 2007-08 school year
were the target population. The sample was a nationally representative of principals at
public alternative high schools specifically for at-risk students: (a) who answered ―yes‖ to
the question, ―Is this entire school specifically for students who have been suspended,
expelled or who have dropped out, or who have been referred for behavioral or
adjustment problems?‖; (b) who marked ―Alternative School‖ to the question, ―Which of
the following best describes this school?‖; and (c) who answered ―yes‖ to the question,
―Does this school have students in one or more of grades 9-12?‖ (NCES, 2007, pp. 5-11).
The actual sample was 150, representing a population of 2,660 alternative high schools
specifically for students placed at-risk.
Third, to answer research question 3, principals of public alternative high schools
specifically for students placed at-risk in the U.S. in the 2007-08 school year were the
target population. This sample was nationally representative of principals: (a) who
answered ―yes‖ to the question, ―Is this entire school specifically for students who have
been suspended, expelled or who have dropped out, or who have been referred for
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behavioral or adjustment problems?‖; (b) who marked ―Alternative School‖ to the
question, ―Which of the following best describes this school?‖; and (c) who answered
―yes‖ to the question, ―[Last school year (2006-07),] what percentage graduated with a
diploma?‖ (NCES, 2007, pp. 5-12). The actual sample was 140, representing a
population of 2,420 alternative high schools specifically for students placed at-risk.
Data Collection
The same process to collect data was used for the 2007-08 and 2003-04 SASS
Public School Surveys. According to the NCES, for data collection, the U.S. Census
Bureau asked principals in America‘s elementary and secondary schools who were
selected as participants for the Schools and Staffing Survey to voluntarily participate in
the survey. When asking the principals, the Census Bureau emphasized the necessity of
their participation, stating that ―higher response rates give [them] confidence that the
findings are accurate‖ and ―[participants‘] responses are protected from disclosure by
federal statute (P.L. 107-279, Title 1, Part E, Sec. 183)‖ (NCES, 2007, p. 2).
To obtain accurate answers, the NCES gave participants instructions to answer
accurately: ―[use] a black ballpoint pen‖; ―[give] the best answer you can rather than
leaving it blank‖; and ―if you have any questions, call the U.S. Census Bureau‖ (NCES,
2007, pp. 2-3). NCES also directed that ―after reviewing instructions, searching existing
data resources, gathering the data needed, and completing and reviewing the information
collection, [participants] returned their completed questionnaire in the enclosed preaddressed, postage-paid envelop or mail it to U.S. Census Bureau‖ (NCES, 2007,
pp. 2-3). NCES estimated an ―average 40 minutes per response‖ and based on ―the
Paperwork Reduction Act of 1995, no persons are required to respond to a collection of
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information unless such collection displays a valid OMB control number‖ (NCES, 2007,
p. 3).
Instrumentation
As discussed in the conceptual framework and research questions, four blocks of
variables were included in the data analysis: (a) student demographics, (b) staffing
characteristics, (c) school processes, and (d) school outcomes as measured by the average
daily attendance and the graduation rate. As to student demographics, two variables—the
percentage of minority students and the percentage of female students—were included in
the study. For staffing characteristics, two variables were incorporated: teacher-student
ratio and Hispanic teacher ratio.
In terms of school processes variables, the SASS 2007-08 data contained 13
binary variables under three categories of support programs, teaching methods, and
instructional opportunities: support programs, including (a) extended day academic
assistance, (b) before-school or after-school day care, (c) summer academic assistance,
and (d) summer enrichment; teaching methods, including (e) traditional grades or
academic discipline-based departments, (f) small groups, (g) having same teachers two or
more years, (h) multi-age grouping, and (i) block scheduling; and instructional
opportunities, including (j) dual or concurrent enrollment, (k) career and technical
education, (l) work-based learning or internships, and (m) specialized career academy.
Due to the sample size of the study, to include all 13 variables (plus the previous
two blocks of variables on student characteristics and staffing characteristics) would
result in over-fitting. Therefore, we first did some preliminary analyses to find those
school processes variables that were statistically significantly associated with the
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outcome measure in a bivariate correlation and carried these variables into the model
building. As a result, only two variables—summer academic assistance and summer
enrichment—were significant with the outcomes, and they were highly correlated with
each other, correlation coefficient = 0.616 in the model on the average daily attendance
(Appendix A) and correlation coefficient = 0.614 in the model on the graduation rate
(Appendix B). Then, this study combined them as a new variable—summer academic
assistance or enrichment. Second, we then conducted partial correlation analyses
(Appendix C) between the average daily attendance and all variables in student
demographics, staffing characteristics, and school processes, and a cut-off point was set
at 0.05 for selecting the school process variables. Moreover, we conducted other partial
correlation analyses (Appendix D) between the graduation rate and all variables in
student demographics, staffing characteristics, and school processes, and a cut-off point
was set at 0.10 for selecting the school processes variables. Eight variables―(a)
extended day academic assistance, (b) before-school or after-school day care, (c) small
groups, (d) having same teachers two or more years, (e) multi-age grouping, (f) dual or
concurrent enrollment, (g) career and technical education, and (h) specialized career
academy―were selected as potential predictors for the average daily attendance included
in the final model. Moreover, five school processes variables―(a) before-school or afterschool day care, (b) summer academic assistance or enrichment, (c) traditional grades or
academic discipline-based department, (d) having the same teachers over two or more
years, and (e) dual or concurrent enrollment―were selected as potential predictors for the
graduation rate included in the final model building. For more detailed information about
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the definition of the variables, their measurement scales and descriptive statistics, please
refer to Appendices E and F.
The bivariate correlations between variables of the three constructs—student
demographics, staffing characteristics, and school processes—used in this study are
displayed in Tables 2 and 3. The coefficients were generally very low and the largest
was 0.43 for the average daily attendance and 0.40 for the graduation rate. Therefore, it
appears that colinearity is not a concern for the current study.
Finally, as to school outcome, this study used answers for the question, ―For this
school year, what is the Average Daily Attendance (ADA) at this school?‖ in the SASS
2003-04 and SASS 2007-08 data to answer research questions 1 and 2. This variable was
called the average daily attendance (ADA) in this study. Moreover, this study used
answers for the question, ―What percentage graduated with a diploma last school year?‖
in the SASS 2007-08 data to answer research questions 1 and 3. This variable was called
the graduation rate in this study.
Due to the sample size, limited number of variables could be incorporated into the
full model. The following variables were screened based on the literature: the percentage
of the number of students enrolled in the school who were approved for free or reduced
price lunches, of minority students, and of other minority teachers such as African
American teachers. However, they were not included in the model because they tended
not to be associated with the two outcome measures.

Table 2
Intercorrelations Between Variables Used in the Final Model on Average Daily Attendance
1
1. Percentage of Minority Students
2. Percentage of Female Students

2

3

4

5

6

7

8

9

10

11

1
–0.24**

1
–0.25**

3. Teacher-Student Ratio

0.12

4. Hispanic Teacher Ratio

0.43***

0.05

–0.11

1

5. Extended Programs

0.15

0.05

–0.24**

0.32***

6. Day Care

–0.05

0.07

–0.14

–0.05

7. Small Grouping

–0.06

–0.14

0.08

–0.17*

–0.04

–0.02

8. Same Teachers

–0.04

0.02

–0.13

0.04

0.15

0.10

0.08

1

9. Multi-age Grouping

0.13

0.11

0.13

0.33***

0.16*

–0.06

0.12

0.11

1

10. Dual Enrollment

0.14

0.11

–0.09

0.02

0.09

–0.05

0.07

0.05

0.12

1

11. Career Technical Education

0.07

0.00

0.05

0.18*

0.08

–0.07

–0.04

–0.01

0.09

0.17*

1

–0.11

0.22*

–0.12

0.10

0.04

–0.10

0.05

0.03

0.05

0.24**

0.26***

12. Career Academy

12

1

1
0.21*

1
1

1

*p < .05. **p < .01. ***p < .001.
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Table 3
Intercorrelations Between Variables Used in the Final Model on Graduation Rate
1
1. Percentage of Minority Students
2. Percentage of Female Students

2

3

4

5

6

7

8

9

1
–0.23**

3. Teacher-Student Ratio

0.14

4. Hispanic Teacher Ratio

0.39***

1
–0.24**

1

0.11

–0.06

1

5. Day Care

–0.04

0.06

–0.15

–0.04

6. Summer Programs

–0.04

0.15

–0.07

0.40***

–0.07

–0.24**

–0.02

0.08

–0.18*

–0.15

1
1

7. Traditional Grades

0.28***

1

8. Same Teachers

0.01

0.04

–0.15

0.07

0.10

0.05

0.12

9. Dual Enrollment

0.17

0.05

–0.12

0.07

–0.08

–0.02

–0.02

1
0.04

1

*p < .05. **p < .01. ***p < .001.
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Data Analysis
To answer the three research questions, the four constructs created by applying
theories by Engelhard (1980), NCES (2002), and Ryan (2009) were used. They are:
(a) student demographics, (b) staffing characteristics, (c) school processes, and
(d) school outcomes. School demographics depicts the demographics of the student
population. Staffing characteristics presents one of the conditions in which the alternative
educational schools are established. School processes refers to the curriculums,
programs, methods, and opportunities controlled by the schools. School outcomes were
measured by the average daily attendance and the graduation rate, which can determine
association with student demographics, staffing characteristics, and school processes of
public alternative high schools specifically for students placed at-risk.
Before all tests were conducted, the author calculated relative weight to
approximate the population and adjust it down to the actual sample size of the study.
Because the sample design of the 2003-04 and 2007-08 SASS involved stratification,
disproportionate sampling of certain strata, and clustered probability sampling, the
resultant 2003-04 and 2007-08 SASS samples were not random ones. To know a relative
weight, the final weight in each dataset was used. The formula is: relative weight = final
weight

sample size/population size. To create the relative weight used for both

research questions 1 and 2, first, all samples were removed except for the 150 sample
(a) who answered ―yes‖ to the question, ―Is this entire school specifically for students
who have been suspended, expelled or who have dropped out, or who have been referred
for behavioral or adjustment problems?‖; (b) who marked ―Alternative School‖ to the
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question, ―Which of the following best describes this school?‖; and (c) who answered
―yes‖ to the question, ―Does this school have students in one or more of grades 9-12?‖
(NCES, 2007, pp. 5-11). Then, the relative weights for the 150 sample were calculated.
Likewise, to create the relative weight used for research question 3, first, all samples
were removed except for the 140 sample (a) who answered ―yes‖ to the question, ―Is this
entire school specifically for students who have been suspended, expelled or who have
dropped out, or who have been referred for behavioral or adjustment problems?‖; (b) who
marked ―Alternative School‖ to the question, ―Which of the following best describes this
school?‖; and (c) who answered ―yes‖ to the question, ―[Last school year (2006-07),]
what percentage graduated with a diploma?‖ (NCES, 2007, pp. 5-12). Then, the relative
weights for the 140 sample were calculated.
Moreover, to judge the differences, the p-value was used in this study. If the
value was less than 0.05, the variable was determined as a statistically significant
predictor for the identified outcome.
Research Question 1
To answer research question 1, first, a relative sample weight for the 150 sample
was set so that the findings of the study are generalizable to the principals working at
public alternative high schools specifically for students placed at-risk in the U.S. Then,
this study examined differences for each variable used in this study between the 2003-04
and 2007-08 school years. To see the differences more effectively, tables and figures
were used. Investigating such differences, trends of each variable in alternative high
schools specifically for students placed at-risk were explored.
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Research Question 2
To answer research question 2, first, a relative sample weight for the 150 sample
was set so that the findings of the study are generalizable to the principals working at
public alternative high schools specifically for students placed at-risk in the U.S. Then,
this study used multiple regression with progressive block entry corresponding to the
three research questions. According to Glass and Hopkins (1995), ―multiple regression is
the statistical method most commonly employed for predicting Y from two or more
independent variables‖ (p. 170). To select significant variables, this study used three
steps. Using the average daily attendance as the outcome measure, we first entered the
block of (a) student demographics, then the block of (b) staffing characteristics, and
finally the block of (c) school processes. As discussed earlier, by doing so, we could test
whether the later block of variables could explain a significant amount of variance above
and beyond the previous block(s) and have a clear picture of policy implications of the
findings with a focus on those more policy-amenable variables such as school staffing
and processes rather than student demographics.
Research Question 3
For the third research question, another relative weight for the 140 sample was
set. To answer the research question, multiple regression with progressive block entry
corresponding to the three research questions was used again. Like the analysis of
research question 2, to select significant variables, this study used three steps. Using the
graduation rates as the outcome measure, we first entered the block of (a) student
demographics, then the block of (b) staffing characteristics, and finally the block of
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(c) school processes. As discussed earlier, by doing so, we could test whether the later
block of variables could explain a significant amount of variance above and beyond the
previous block(s) and have a clear picture of policy implications of the findings with a
focus on those more policy-amenable variables such as school staffing and process rather
than student demographics.

CHAPTER IV
RESULTS
To answer each research question, a weighted sample size was calculated and
used. To present both descriptive and inferential statistics visually, tables and bar charts
were used. All sample sizes and degrees of freedom used in this study are rounded to the
nearest 10 per NCES clearance requirements.
Research Question 1
Research question 1 was: To what extent are student demographics (percentage of
minority students and percentage of female students), staffing characteristics (teacherstudent ratio and Hispanic teacher ratio), school processes (extended day academic
assistance, before-school or after-school day care, summer academic assistance, summer
enrichment, traditional grades or academic discipline-based department, small groups,
having the same teacher two or more years, multi-age grouping, and block-scheduling,
dual or concurrent enrollment, career and technical education, work-based learning or
internships, and specialized career academy), and school outcomes (the average daily
attendance and the graduation rate) different between the 2003-04 and 2007-08 school
years? There are three kinds of longitudinal studies (i.e., cohort, panel, and trend), and
the current study is a trend study because ―different samples from population whose
members may change are surveyed at different points in time‖ (Fraenkel & Wallen, 2005,
p. 398). To explain trends, this study compared values in the SASS 2007-08 with ones in
the SASS 2003-04. Descriptive statistics for percentage of minority students and
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percentage of female students are summarized in Table 4. The table explains that the
mean of the percentage of minority students in the 2007-08 survey increased compared
with ones in the 2003-04 survey, whereas the mean of the percentage of female students
did not change so much. On the other hand, standard deviations of both percentages in
the 2007-08 survey increased a little. Figure 2 shows the mean of each variable on the
vertical axis and the type of students on the horizontal axis.
Table 4
Descriptive Statistics on Student Characteristics for Alternative High School Specifically
for Students Placed At-Risk in the 2003-04 and 2007-08 SASS Public School Survey
M (SD)
2003-2004

2007-2008

Percentage of Minority Students

54.90 (31.63)

60.56 (32.24)

Percentage of Female Students

32.17 (20.49)

32.61 (21.23)

70
60
50
40

2003-2004

30

2007-2008

20
10
0
P ercent age of Minorit y

P ercent age of Female

Figure 2. Percentages of student demographics in 2003-04 and 2007-08.
Descriptive statistics for teacher-student ratio and Hispanic teacher ratio are
summarized in Table 5. The table shows that the mean of teacher-student ratio in the
2007-08 survey increased compared with that in the 2003-04 survey, while the means of
Hispanic teacher ratio in 2007-08 declined. Likewise, the standard deviation of the
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teacher-student ratio in the 2007-08 survey increased compared with that of 2003-04,
while the means of the Hispanic teacher ratio in the 2007-08 survey declined. Figure 3
explains the mean of each variable on the vertical axis and type of students on the
horizontal axis.
Table 5
Descriptive Statistics on Continuous Variables in School Characteristics for
Alternative High School Specifically for Students Placed At-Risk in the
2003-04 and 2007-08 SASS Public School Survey
M (SD)
2003-2004

2007-2008

Teacher-Student Ratio

11.94 (8.75)

13.91 (10.08)

Hispanic Teacher Ratio

13.52 (30.83)

9.97 (22.71)

16
14
12
10
8
6
4
2
0

2003-2004
2007-2008

T-S ratio

H-T ratio

Figure 3. Teacher-student ratio and Hispanic teacher ratio in 2003-04 and 2007-08.
Descriptive statistics for school processes are summarized in Tables 6, 7, and 8.
On the support programs, Table 6 shows that percentages of both extended day academic
assistance and before-school or after-school day care increased in the 2007-08 school
year, while percentages of programs for summer academic assistance declined.
Percentage of summer enrichment barely declined. On the teaching methods, Table 7
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shows that percentages of implementation of traditional grades or academic disciplinebased department increased in the 2007-08 school year, while both percentages of
implementation of small groups and having same teachers two or more years declined.
On the instructional opportunities, Table 8 shows that percentages of both career and
technical education and work-based learning or internships declined in the 2007-08
school year. Figures 4, 5, and 6 show percentages of schools that adopted each school
processes variable in support programs, teaching methods, and instructional
opportunities on the vertical axis and each type of school process on the horizontal axis.
Table 6
Descriptive Statistics on Support Programs in School Processes for Alternative
High School Specifically for Students Placed At-Risk in the 2003-04 and
2007-08 SASS Public School Survey
Percentage
Value

2003-2004

Extended

Yes

32.40

41.70

Day care

Yes

2.10

7.10

Summer Assistance

Yes

75.10

61.30

Summer Enrichment

Yes

41.30

40.40

80%
70%
60%
50%
40%
30%
20%
10%
0%

2007-2008

2003-2004
2007-2008

Extended

Day care

Summer
Assistance

Summer
Enrichment

Figure 4. Percentages of implementation of support programs in school processes in
2003-04 and 2007-08.
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Table 7
Descriptive Statistics on Teaching Methods in School Processes for Alternative
High School Specifically for Students Placed At-Risk in the 2003-04 and
2007-08 SASS Public School Survey
Percentage
Value

2003-2004

2007-2008

Traditional Grades

Yes

72.30

78.00

Small Groups

Yes

17.10

12.50

Same Teachers

Yes

29.00

10.40

Multi-age Grouping

Yes

N/A

69.60

Block Scheduling

Yes

N/A

36.10

100%
80%
60%
40%
20%
0%

2003-2004
2007-2008

T raditional
Grades

Small Groups

Same
T eachers

Multi-age
Grouping

Block
Scheduling

Figure 5. Percentage of implementations of teaching methods in school processes in
2003-04 and 2007-08.
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Table 8
Descriptive Statistics on Instructional Opportunities in School Processes for
Alternative High School Specifically for Students Placed At-Risk in the
2003-04 and 2007-08 SASS Public School Survey
Percentage
Value

2003-2004

2007-2008

Dual Enrollment

Yes

N/A

29.80

CTE

Yes

79.60

51.00

Internship

Yes

51.10

35.00

Career Academy

Yes

N/A

10.40

100%
80%
60%

2003-2004

40%

2007-2008

20%
0%
Dual Enrollment

CT E

Internship

Career Academy

Figure 6. Percentages of implementation of instructional opportunities in school
processes in 2003-04 and 2007-08.
Descriptive statistics for school outcomes are summarized in Table 9. The table
explains that the mean of the average daily attendance in the 2007-08 survey increased
compared with that in the 2003-04 survey, while the mean of the graduation rate in
2007-08 declined. On the other hand, standard deviations of both the average daily
attendance and the graduation rate in the 2007-08 survey declined barely, compared with
ones in 2003-04. Figure 7 shows the mean of each school outcome variable on the
vertical axis and type of outcomes on the horizontal axis.
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Table 9
Descriptive Statistics on School Outcomes for Alternative High School Specifically for
Students Placed At-Risk in the 2003-04 and 2007-08 SASS Public School Survey
M (SD)
2003-2004

2007-2008

Average Daily Attendance

80.50 (19.20)

84.18 (18.53)

Graduate Rate

56.05 (40.16)

47.70 (39.73)

100
80
60

2003-2004

40

2007-2008

20
0
ADA

Graduate Rates

Figure 7. Percentages of school outcomes in 2003-04 and 2007-08.
Research Question 2
Research Question 2-a
Research question 2-a was: To what extent are student demographics attributable
to the average daily attendance in public alternative schools specifically for students
placed at-risk? The overall fit of the model after entering the block of student
demographics was as follows: R² = .013, F(2, 150) = 1.003, p = .369 (see Table 10).
Therefore, the block of the two variables of the percentage of minority students and the
percentage of female students explained only 1% of the variance in the outcome measure
and was not associated with the average daily attendance, a finding that was contradictory
to most of the studies reported in the literature. The finding of the current study could be
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due to the fact that the alternative high school is a relatively homogeneous group, thus
reducing the variability in the sample.
Table 10
Multiple Regressions Predicting the Average Daily Attendance at Alternative Schools
Specifically for Students Placed At-Risk with 9th–12th Graders Based on
Student Demographics

Percentage of Minority Students
Percentage of Female Students

B

Std. Error

â

t

0.064

0.048

0.112

1.326

–0.013

0.074

–0.015

–0.175

Note. Overall model: R² = .013, F(2, 150) = 1.003, p = .369

Research Question 2-b
Research question 2-b was: After controlling for the student demographics, are
staffing characteristics associated with the average daily attendance? If so, what are the
significant predictors? To answer the question, the block of staffing characteristics was
then added as the second block of predictors. The overall fit of the model was not
statistically significant, R² = .043, F(4, 150) = 1.630, p = .170 (see Table 11). This means
that the second block of variables explained an additional 3.0% of variance in the
outcome measure above and beyond the first block, and the additional amount of variance
explained by the second block of staffing characteristics was not statistically significant
(F change (2,140) = 2.241, p = .110). The results in Table 11 indicated that the teacherstudent ratio had a statistically significant negative relationship with the average daily
attendance (p = .036).
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Table 11
Multiple Regressions Predicting the Average Daily Attendance at Alternative Schools
Specifically for Students Placed At-Risk with 9th–12th Graders Based on
Student Demographics and Staffing Characteristics
B

Std. Error

â

t

0.078

0.053

0.136

1.478

Percentage of Female Students

–0.066

0.078

–0.076

–0.844

Teacher-Student Ratio

–0.343

0.162

–0.186

–2.116*

Hispanic Teacher Ratio

–0.008

0.073

–0.010

–0.115

Percentage of Minority Students

Note. Overall model: R²= .043, F(4, 150) = 1.630, p = .170.
*p < .05.

Research Question 2-c
Research question 2-c was: After controlling for the student demographics and
staffing characteristics, are school processes associated with the average daily
attendance? If so, what are the significant predictors? To answer the question, the block
of school processes was finally added as the third block of predictors. The overall fit of
the model was not statistically significant, R²= .106, F(12, 150) = 1.352, p = .197 (see
Table 12). This means that the third block of variables explained an additional 6.3% of
variance in the outcome measure above and beyond the first and second blocks, and the
additional amount of variance explained by the third block of school processes was not
statistically significant (F change (8,140) = 1.204, p = .301). Moreover, the regression
results indicated that career technical education had a significant positive relationship
with the average daily attendance (p = 0.46), while the teacher-student ratio had still a
significant negative relationship (p = 0.19).
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Table 12
Multiple Regressions Predicting the Average Daily Attendance at Alternative Schools
Specifically for Students Placed At-Risk with 9th–12th Graders Based on Student
Demographics, Staffing Characteristics, and School Processes
B

Std. Error

â

t

0.094

0.056

0.164

1.673

Percentage of Female Students

–0.044

0.082

–0.051

–0.537

Teacher-Student Ratio

–0.427

0.179

–0.232

–2.382*

Hispanic Teacher Ratio

–0.055

0.079

–0.068

–0.701

Extended Programs

–2.562

3.490

–0.068

–0.734

Day Care

4.835

6.080

0.067

0.795

Small Grouping

4.961

4.732

0.089

1.048

Same Teachers

–5.992

5.069

–0.099

–1.182

4.696

3.583

0.117

1.311

–3.326

3.631

–0.082

–0.916

6.557

3.256

0.177

–4.362

5.358

–0.072

Percentage of Minority Students

Multi-age Grouping
Dual Enrollment
Career Technical Education
Career Academy

2.014*
–0.814

Note. Overall model: R²= .106, F(12, 150) = 1.352, p = .197.
*p < .05.

Research Question 3
Research Question 3-a
Research question 3-a was: To what extent are student demographics attributable
to graduation rates in public alternative schools specifically for students placed at-risk?
The overall fit of the model after entering the block of student characteristics was as
follows: R²= .041, F(2, 140) = 2.878, p = .060 (see Table 13). Therefore, the block of the
two variables of the percentage of minority students and the percentage of female
students explained only 4% of the variance in the outcome measure and was not
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associated with the school graduation rates, a finding that was contradictory to most of
the studies reported in the literature. The finding of the current study could indicate that
whether the student is male or female and whether he or she is from a minority family are
not significant predictors for the graduation rate at the school level of analyses.
Table 13
Multiple Regression Results Predicting the Graduation Rate at Alternative Schools
Specifically for Students Placed At-Risk with 12th Graders Based on
Student Characteristics

Percentage of Minority Students
Percentage of Female Students

B

Std. Error

β

t

–0.121

0.107

–0.098

–1.132

0.285

0.158

0.156

0.800

Note. Overall model: R²= .041, F(2, 140) = 2.878, p = .060.

Research Question 3-b
Research question 3-b was: After controlling for the student demographics, are
staffing characteristics associated with graduation rates? If so, what are the significant
predictors? To answer the question, the block of staffing characteristics was then added
as the second block of predictors. The overall fit of the model was statistically
significant, R²= .152, F(4, 140) = 5.957, p < .001 (see Table 14). This means that the
second block of variables explained an additional 11.1% of variance in the outcome
measure above and beyond the first block, and the additional amount of variance
explained by the second block of staffing characteristics was statistically significant
(F change (2,130) = 8.71, p < .001). The results in Table 14 indicated that the Hispanic
teacher ratio had a statistically significant positive relationship with the graduation rate
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(p < .001), while the percentage of minority students had a statistically significant
negative relationship with the graduation rate (p = .025).
Table 14
Multiple Regressions Predicting the Graduation Rate at Alternative Schools
Specifically for Students Placed At-Risk with 12th Graders Based on
Student Characteristics and Staffing Characteristics
B

Std. Error

β

t

–0.252

0.111

–0.204

–2.274*

0.037

0.165

0.020

0.224

Teacher-Student Ratio

–0.577

0.339

–0.150

–1.702

Hispanic Teacher Ratio

0.592

0.157

0.329

Percentage of Minority Students
Percentage of Female Students

3.765***

Note. Overall model: R²= .152, F(4, 140) = 5.957, p = .001.
*p < .05. **p < .01. ***p < .001.

Research Question 3-c
Research question 3-c was: After controlling for the student demographics and
staffing characteristics, are school processes associated with graduation rates? If so, what
are the significant predictors? To answer the question, the block of school processes was
finally added as the third block of predictors. The overall fit of the model was also
statistically significant, R²= .266, F(9, 140) = 5.149, p < .001 (see Table 15). This means
that the third block of variables explained an additional 11.4% of variance in the outcome
measure above and beyond the first and second blocks, and the additional amount of
variance explained by the third block of school processes was statistically significant
(F change (5,130) = 3.97, p = .002). Moreover, the regression results indicated that both
Hispanic teacher ratio and summer academic assistance or enrichment had a significant
positive relationship with the graduation rate, while both before-school or after-school
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day care and traditional grades or academic discipline-based departments had significant
negative relationships. Having the same teachers for two or more years is positively
associated with graduation rate, although the effect was marginal (p = 0.08).
Table 15
Multiple Regressions Predicting Graduation Rates at Alternative Schools Specifically
for Students Placed At-Risk with 12th Graders Based on Student Characteristics,
Staffing Characteristics, and School Processes
B

Std. Error

β

t

–0.159

0.109

-0.129

–1.454

0.034

0.161

0.019

0.212

Teacher-Student Ratio

–0.505

0.334

-0.131

–1.511

Hispanic Teacher Ratio

0.457

0.159

0.254

2.881**

–32.604

11.789

-0.222

–2.766**

Summer Program

13.502

6.779

0.166

1.992*

Traditional Grades

–16.038

7.834

-0.171

–2.047*

Same Teachers

18.340

10.285

0.139

1.783

Dual Enrollment

–9.837

6.708

-0.116

–1.466

Percentage of Minority Students
Percentage of Female Students

Day Care

Note. Overall model: R²= .226, F(9, 140) = 5.149, p = .001.
*p < .05. **p < .01. ***p < .001.

Summary
Using descriptive statistics to answer the research question 1 and multiple
regression analyses to answer the research questions 2 and 3, this chapter provided many
significant findings on public alternative high schools specifically for students placed
at-risk. Chapter V discusses these findings in detail.

CHAPTER V
DISCUSSION, LIMITATIONS, AND RECOMMENDATIONS
The aim of this study was two-fold. The first purpose was to describe trends of
public alternative high schools specifically for students placed at-risk. To achieve this
purpose, our study compared student demographics, staffing characteristics, school
processes, and school outcomes between the 2003-04 and 2007-08 school years. The
second purpose was to determine whether student demographics, staffing characteristics,
and school processes are predictors of the average daily attendance and/or the graduation
rate. To achieve this purpose, our study built a series of three models for: (a) student
demographics, (b) staffing characteristics using student demographics for control
purposes, and (c) school processes using both student demographics and staffing
characteristics for control purposes. The summary of major findings and implications for
policy and future research are discussed in the following sections.
Trends of Public Alternative High Schools Specifically for Students Placed At-Risk
The first research question was: To what extent are student demographics, staffing
characteristics, school processes, and school outcomes different between the 2003-04 and
2007-08 school years? A summary of major findings and implications for policy and
future research follows.
Examining differences between the 2003-04 and 2007-08 school years in student
demographics, staffing characteristics, school processes, and school outcomes of public
alternative high schools specifically for at-risk students, the current study found some
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trends of such schools. According to the results, in the four years between 2003-04
and 2007-08, public alternative high schools specifically for students placed at-risk
appear to have been: (a) increasing in the percentage of minority students, the percentage
of the total teachers for total number of enrolled students, extended day academic
assistance, before-school or after-school day care, and traditional grades teaching
methods; and (b) decreasing in the percentage of the Hispanic teachers for the total
number of teachers, summer academic assistance programs, small grouping teaching
methods, teaching methods having the same teachers two or more years, career and
technical education, and work-based learning or internships.
The results indicated that between 2003-04 and 2007-08, public alternative high
schools specifically for students placed at-risk had increased the proportion of students
who are from minority families. Simultaneously, the percentage of the total teachers for
the total number of enrolled students and implementation of extended support programs,
day care, and traditional grades teaching methods have been increasing at alternative high
schools. On the other hand, Hispanic teacher ratio for total teachers and some school
processes have been decreasing compared with previous school years. In addition,
although the average daily attendance has been increasing, the graduation rate has been
decreasing.
The findings indicated that factors that predict the average daily attendance and
the graduation rate are different. This means that simply improving the average daily
attendance does not always lead to improvement of the graduation rate. According to the
comparison between the SASS 2007-08 and the SASS 2003-04, the average daily
attendance is basically high in both school years. Moreover, variations of the average
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daily attendance can be barely seen (Table 16). Thus, students tend to attend their
schools regardless of differences in staffing characteristics and school processes. On the
other hand, the graduation rate varies depending on schools (Table 17) and has been
decreasing overall.
Table 16
Average Daily Attendance and Frequency in 2007-08
Average Daily Attendance
0–30
31–60
61–70
71–80
81–90
91–100

Alternative High Schools
5
6
8
32
30
69

Table 17
Graduation Rate and Frequency in 2007-08
Graduation Rate
0
1–10
11–20
21–40
41–50
51–70
71–80
81–90
91–100

Alternative High Schools
31
13
9
7
12
8
8
26
21
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Determinants of Average Daily Attendance of Public Alternative High Schools
Specifically for Students Placed At-Risk
The second research question was: Do the constructs of student demographics,
staffing characteristics, and school processes predict the average daily attendance in the
2007-08 school year? If so, what variables in the constructs are the statistically
significant predictors? To answer the question, this study built a series of three models
for (a) student demographics, (b) staffing characteristics using student demographics for
control purpose, and (c) school processes using both student demographics and staffing
characteristics for control purposes. The summary of major findings will be discussed as
follows.
First, the model of student demographics explained only .013 of the total variance
in the average daily attendance. Moreover, the two variables, percentage of minority
students and percentage of female students, were not recognized as statistically
significant predictors for the average daily attendance. These results supported the
findings by Ryan‘s (2009) study, which did not suggest the significance of the minority
student percentage for the average daily attendance. Moreover, the results provided a
new explanation of the relationship between percentage of female students and the
average daily attendance, which gender does not associate with attendance.
Second, when staffing characteristics were added to the previous model, variances
explained by both constructs were increased from .013 to .043. Additionally, the
construct was not significant for the outcome (p = .170). However, the result indicated
that the teacher-student ratio was a significant negative predictor for the average daily
attendance (p = .036).
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The findings that the percentage of the number of teachers for enrolled students
had a negative significant relationship with the average daily attendance refuted findings
by some studies. For example, Ryan (2009) indicated that number of students per fulltime equivalent teacher in the school negatively associated with the average daily
attendance. The U.S. Department of Justice (1980) identified ―low student-adult ratio in
the classroom‖ as one of the seven factors that should be included in alternative education
for juvenile delinquents (pp. 14-15). Nichols and Steffy (1999) also indicated that ―low
student: teacher ratios‖ is a key role to improve ―student self-regulation of behavior‖
(p. 217), which can be one of the imperative factors to improve attendance rates.
Moreover, Griffin et al. (1984) indicated that smaller class size is significant in keeping
students in school.
Third, when school processes were added to the previous model, variances
explained by these constructs were increased again, from .030 to .106. Additionally, the
construct was not significant for the outcome again. However, the result indicated that
career and technical education was a significant positive predictor for the average daily
attendance (p = .046). The findings supported some previous studies that suggested
effects of career technical education for the outcome because the instructional
opportunity has been recognized as one of the educational opportunities to motivate atrisk students (Conchas & Clark, 2002; Elliott, Hanser, & Gilroy, 2002; Griffin et al.,
1984; Stone & Alfeld, 2004). In particular, a study by Griffin et al. (1984) was one of the
few studies that indicated that students who took a program on basic academic skills and
vocational training in a small class size improved their attendance rate. Thus, the current
study found that career and technical education is a strong predictor of the average daily
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attendance of at-risk students in the alternative high schools because providing career
technical education is associated with increasing the average daily attendance by about
66%.
The fact that dual or concurrent enrollment, work-based learning or internships,
and specialized career academy were not statistically significant for the average daily
attendance also supported the findings by Ryan‘s (2009) study. However, the findings
did not support some results by previous studies. First, although Ryan (2009) indicated
that a discipline-based educational program, health care program, extended assistant
educational program, and summer assistant program had a significant positive
relationship with the average daily attendance, the current study found no support
programs that were statistically significant for such an outcome. Second, although some
studies suggested the significance of small grouping teaching methods (Griffin et al.,
1984; Nichols & Steffy, 1999), the current study did not indicated the significance of
small grouping teaching methods, as well as all other teaching methods, including
traditional grades or academic discipline-based department, having the same teacher two
or more years, multi-age grouping, and block scheduling.
In conclusion, student demographics, staff characteristics, and school processes
were not significant for the average daily attendance. This is shown by the fact that the
total of variance accounted for only 11%, and the three models were not significant. That
is, there may be potential variables that would predict attendance in other models with
different constructs. However, the current study found a significant positive variable,
career technical education, and a significant negative variable, the percentage of the total
number of teachers for the total number of enrolled students.
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Determinants of Graduation Rate of Public Alternative High Schools
Specifically for Students Placed At-Risk
The third research question was: Do the constructs of student demographics,
staffing characteristics, and school processes predict the graduation rate in the 2007-08
school year? If so, what variables in the constructs are the statistically significant
predictors? To answer the question, this study built a series of three models for
(a) student demographics, (b) staffing characteristics using student demographics for
control purposes, and (c) school processes using both student demographics and staffing
characteristics for control purposes. The summary of major findings will be discussed in
the following section.
First, the findings of the study indicated that staffing and school processes were
associated with graduation rates in alternative high schools for students placed at-risk.
The model of student characteristics explained only 4% of the total variance in
graduation rate. The second block of staffing added 11% more, bringing the total amount
of variance explained to 15%, both of which were statistically significant. The third
block of school processes added an additional 12%, raising the total of variance
accounted for to 27%, both of which were statistically significant. Therefore, both
staffing and school processes appeared to be useful vehicles for improving the graduation
rate in alternative high schools.
Second, in the current study the two variables of the percentage of minority
students and the percentage of female students were not statistically significant predictors
for the graduation rate. Our finding was consistent with Ryan‘s (2009) study using SASS
2003-04 data, but was inconsistent with findings of other studies (e.g., National Center on
Addiction and Substance Abuse at Columbia University, 2001; Mitchell & Waiwaiole,
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2003; U.S. Department of Health and Human Services, 2000). The inconsistency
between our findings and the literature might be due to the fact that our focus was on
alternative high schools for students placed at-risk, and students in these schools tend to
be more homogeneous, resulting in less variation in the percentage of minority students
and the percentage of female students in our sample.
Third, our study indicated that school staffing can be a key factor for improving
education in alternative schools specifically for students placed at-risk, explaining an
additional 11% of variance after controlling for student demographics. Our general
finding on the importance of school staffing was consistent with those of other scholars
(e.g., Croninger & Lee, 2001; U.S. Department of Justice, 1980; Zhang, 2008).
However, our finding that there was no significant relationship between the teacherstudent ratio and the graduation rate did not support the findings from some previous
studies suggesting that the high teacher-student ratio is effective for at-risk students (e.g.,
Nichols & Steffy, 1999; U.S. Department of Justice, 1980). On the other hand, we found
that the percentage of Hispanic teachers had a positively significant relationship with
graduation rates, supporting Aguilar‘s (2010) hypothesis. As to the characteristics of the
teaching staff, our study suggested that the composition of the teaching staff seemed to be
related to school outcomes.
Finally, our study also suggested that school processes were statistically
significantly associated with the graduation rate in alternative high schools, accounting
for an additional 12% of variance after controlling for student demographics and school
staffing. Among the variables included in the model, ―summer academic assistance or
enrichment‖ had a statistically significant, positive relationship with the graduation rate.
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In fact, providing summer academic assistance or enrichment is associated with
increasing the graduation rate by about 14%. Similarly, ―having the same teachers for
two or more years‖ was a marginally statistically significant positive predictor, with this
practice being associated with an increase of about 18% in the graduation rate.
Conversely, ―providing day care service‖ and ―having traditional grades or academic
discipline-based departments‖ were statistically significant, negative predictors for the
graduation rate. It appears that the educational system adopted at traditional schools is an
ineffective practice for alternative high schools for students placed at-risk. The needs of
the students in alternative high schools require a more flexible structure such as nongraded or interdisciplinary courses. As to ―providing day care‖ being a negative
predictor, more research is needed. The need for day care services implies that the
students are more likely teenage parents. Being a teenage parent itself is a predictor for
low graduation rates. The finding seemed to suggest that the day care service as currently
provided is not able to overcome the disadvantages associated with being a teenage
parent.
Summary of Important Findings and Comparison to Previous Research Findings
Based on the results of the current study, a few integrated, important findings can
be drawn. Table 18 shows a summary of the top findings of this study compared with
previous research on alternative high schools specifically for students placed at-risk.
Implications for policy will be also discussed as follows.
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Table 18
Top Findings of the Study and Comparison to Previous Research Findings
Findings (Masashi Izumi, 2012)

Previous Research

Research Question 1
From 2003-04 to 2007-08 school years, public
alternative high schools specifically for students
placed at-risk appear to have been:
(a) increasing percentage of minority students,
percentage of total number of teachers per
enrolled students, extended day academic
assistance program, before-school or after-school
day care, and traditional grades teaching
methods;

No previous research found, thus Masashi Izumi
(2012) is a new finding.

(b) decreasing Hispanic teacher ratio, summer
academic assistance program, small grouping
teaching methods, teaching methods having
same teachers two or more years, career and
technical education, and work-based learning or
internships; and

No previous research found, thus Masashi Izumi
(2012) is a new finding.

(c) having little change in percentage of female
students and summer enrichment program.

No previous research found, thus Masashi Izumi
(2012) is a new finding.

Research Question 2
(a) There is a positive relationship between
career technical education and ADA.

Confirms the findings by previous studies
(Frensch et al., 2009; Griffin, et al., 1984) that
vocational training is effective to keep students
in schools.

(b) There is a negative relationship between the
percentage of the total teachers for total number
of enrolled students and ADA.

No previous research found, thus Masashi Izumi
(2012) is a new finding.

(c) There is no significant relationship between
ADA and other variables: student demographic
(percentage of minority students and percentage
of female students), staffing characteristics
(Hispanic teacher ratio), and school processes
(extended program, day care program, small
grouping method, same teachers method, multiage grouping, dual enrollment, and career
academy).

On minority student ratio, extended program,
having the same teacher for multiple years, and
earning college credits, confirms Ryan‘s (2009)
findings that there are no relationships with
ADA.
On other variables, no previous research found,
thus Masashi Izumi (2012) is a new finding.
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Table 18—Continued
Findings (Masashi Izumi, 2012)

Previous Research

Research Question 3
(a) Summer programs and Hispanic teacher ratio
are positively associated with the graduation
rate, with having same teachers for two years or
more being a marginally positive predictor.

On having same teacher, confirms Ryan‘s (2009)
findings that there is a positively significant
relationship with the graduation rate.
On other variables, no previous research found,
thus Masashi Izumi (2012) is a new finding.

(b) Having the traditional grade structure and
providing day care are negatively correlated with
the graduation rate.

On the traditional grade structure, confirms the
findings by Ruebel et al. (2001) that
untraditional curricula can lead students to
graduation.
On day care program, no previous research
found, thus Masashi Izumi (2012) is a new
finding.

(c) There is no significant relationship between
the graduation rate and other variables: student
demographic (percentage of minority students
and percentage of female students), staffing
characteristics (T-S ratio), and school processes
(extended program, small grouping method,
multi-age grouping, dual enrollment, and career
academy).

On percentage of minority students and dual
enrollment, confirms Ryan‘s (2009) findings that
there are no relationships with the graduation
rate.
On other variables, no previous research found,
thus Masashi Izumi (2012) is a new finding.

Research Questions 2 & 3
Factors which associate with ADA are different
from factors which associate with the graduation
rate.

No previous research found, thus Masashi Izumi
(2012) is a new finding.

First, generalized findings of the trends of alternative high schools specifically for
students placed at-risk are presented in this study. The trends between 2003-04 and
2007-08 school years based on two SASS national datasets have never been examined by
previous studies.

85
Second, factors that affect the average daily attendance and the graduation rate
are different. Comparison between the 2003-04 and 2007-08 SASS datasets explained
that the average daily attendance increased during the period, whereas the graduation rate
did not. The common trends related to these outcomes were: (a) increase in the
percentage of minority students, the percentage of the number of teachers for enrolled
students, extended day academic assistance, before-school or after-school day care, and
traditional grades or academic discipline-based departments; (b) decrease in Hispanic
teacher ratio, summer academic assistance, summer enrichment, small group teaching
methods, teaching methods having the same teacher for two or more years, career and
technical education, and work-based learning or internships; and (c) little change in the
percentage of female students and summer enrichment programs. That is, regardless of
staffing characteristics and school processes, most high school students attended their
alternative schools, because ADA is already high. However, graduation from the
alternative schools has become more difficult recently, and the graduation rate varied
depending on schools. Two regression analyses for the average daily attendance and the
graduation rate also explained differences of predictors more clearly. For example, this
study found that career technical education had a positive significant relationship with the
average daily attendance. However, career technical education was not significant with
the graduation rate. These findings indicated that efforts to keep students placed at-risk
in their alternative schools do not always lead to successful graduation of the students.
This interpretation can connect with the findings by Baez (1992) that ―improved
attendance does not translate into a feeling of improved academic competence among atrisk students‖ (p. 36), which has a strong relationship with the graduation rate.
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Moreover, the findings by De Jung (1988) and Griffin et al. (1984) that suggested the
strong relationship between attendance and graduation were refuted in this study.
Third, from the perspective of policy development and implementation, this study
demonstrates that school staffing and school processes, particularly school processes, can
make a difference—above and beyond the effect of student demographics—in the
graduation rate of alternative high schools for students placed at-risk. The study offers an
image of the possible. In other words, the study provides some empirical evidence for us
to transcend the pessimism associated with alternative high schools for students placed
at-risk. School staffing and school processes can become levers for improving alternative
high schools for students placed at-risk.
Fourth, this study points out some effective practices in alternative high schools.
On the average daily attendance, the findings of this study indicate that career and
technical education is an effective practice. Career and technical education was the only
variable that showed high positive correlation with the average daily attendance. Based
on these findings, career and technical education is possibly effective in improving
educational effects for students placed at-risk at the alternative high schools. The
significance of career and technical education for educating students placed at-risk has
been recognized by some previous studies. For example, Griffin et al. (1984) and
Frensch et al. (2009) suggested that vocational programs such as technical education can
be one of the most effective programs for alternative school students. Nevertheless, the
investigation of trends within the four years between 2003-04 and 2007-08 suggested that
career and technical education at alternative high schools has been decreasing recently.
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On the graduation rate, the study points out some effective practices in
alternative high schools. The findings of this study indicate that summer academic
assistance or enrichment programs are effective practices. Such programs seem to
promote students‘ academic achievement and thus lead to graduation (Kellmayer, 1995;
U.S. Department of Justice, 1980). Therefore, summer learning opportunities are
important for students in alternative high schools. However, the findings refuted Ryan‘s
(2009) findings that summer programs are not statistically significant predictors for the
graduation rate. The percentage of Hispanic teachers on the staff is also found to be
positively associated with the graduation rate, a finding that supports the literature on
culturally relevant and responsive pedagogy (e.g., Boykin & Cunningham, 2001; Dill &
Boykin, 2000; Ladson-Billings, 1994, 1995a, 1995b, 1998). Having the same teacher for
two or more years seemed to make a marginally statistically significant, positive impact,
a finding that was consistent with the existing literature (e.g., Ryan, 2009).
Fifth, the study also found some negative factors associated with both the average
daily attendance and the graduation rate of alternative high schools. On the average daily
attendance, the percentage of the total teachers for the total number of enrolled students
was one of the negative predictors. The result is opposite to the findings by some
previous studies (Frensch et al. 2009; Griffin et al. 1984; Nichols & Steffy, 1999; Ryan,
2009; Wilkins, 2008). To explain this situation, the following two interpretations were
provided. First, a simple increase of teachers does not lead to positive results. A report
in Education Week (―Class Size,‖ 2006) about class size warned that a simple increase of
teacher-student ratio does not always mean a simple increase of educational effects.
Second, it is possible that the effects on the average daily attendance achieved by
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increasing the percentage of the total teachers for total number of enrolled students had
not yet been reported for the 2007-08 school year. That is, the number of teachers might
have increased in the schools where the average daily attendance was low in the 2006-07
school year.
On the graduation rate, the inclusion of traditional grades or academic disciplinebased departments is one of the negative predictors. Students in alternative high schools
have already had a difficult experience; to continue the same arrangements for these
students does not appear to work. This result supported the findings by Ruebel et al.
(2001) that untraditional curricula can lead students to graduation while refuting the
findings by Ryan‘s (2009) study that traditional grade methods are positively significant
for the graduation rate. Providing day care is also found to be negatively associated with
the graduation rate. This finding has to be interpreted with caution while providing a new
aspect that no previous research found. For example, students who need day care
services might be too busy raising their own children to concentrate on their learning,
even if some of their needs are supported by schools. Students who need day care service
tend to be more disadvantaged given the fact that most likely they are teenage parents.
The day care services as currently provided do not seem able to overcome the
disadvantages associated with teenage parenthood.
Finally, the fact that many important factors illustrated in the literature did not
come up as statistically significant factors seems to suggest that alternative high schools
for at-risk students have their own dynamics. For example, typically statistically
significant factors such as small class size, teaching methods, and student gender are not
statistically significant in this study. The special needs of the student population in
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alternative high schools for at-risk students and the resulting unique dynamics in these
schools require us to think and practice outside the box of regular schools so that we can
have the most effective alternative schools.
Limitations
This study had five limitations. First, this study did not use many types of
methods to find other aspects related to the average daily attendance and the graduation
rate. This study used only the public school principals‘ perceptions for alternative high
schools specifically for students placed at-risk. However, to determine predictors for the
outcomes of such schools, perceptions of students and teachers who are going to the
schools are also important, as Foley (2008) recognized a better relationship between
teachers and students as one of the important factors in getting delinquent students on the
right track.
Second, this study used only two variables for student demographics, three
variables for staffing characteristics, and five to eight variables for school processes to
answer research questions 2 and 3. This was due to a small sample size—150 for the
model on the average daily attendance and 140 for the model on the graduation rate.
Thus, to conduct preliminary analyses, I had to select only 10 or 11 variables through the
literature review, initial analyses of bivariate correlation, and partial correlation analyses,
which identified variables on school processes that had statistically significant
relationships with outcome measures.
Third, although one of the strengths of the study is to use a nationally
representative sample to answer the ―what‖ questions, the accompanying weakness is the
need to know more about the ―how‖ questions. For example, the current study provides
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some evidence for the effectiveness of career technical education for the average daily
attendance and summer assistance or enrichment program for the graduation rate.
However, the SASS 2007-08 does not ask about the details of such career technical
education and summer programs. Thus, this study relied just on the answers from
participants and could not identify what types of career technical education and summer
programs are more effective.
Fourth, this study was correlational and did not examine cause and effect because
a cross-sectional survey was used. Through multiple regressions with progressive block
entry, this study identified only relationships between three constructs (student
characteristics, staffing characteristics, and school process) and outcomes (the average
daily attendance and graduation rate).
Lastly, this study did not take into consideration variation of alternative schools.
To examine relationships between three constructs (student characteristics, staffing
characteristics, and school process) and outcomes (the average daily attendance and
graduation rate) in each type of alternative schools, a questionnaire to classify types of
such schools and large enough sample size for each type of school would be needed.
Recommendations
Through the summary of important findings and comparison to previous research
findings, this study provides some directions for future research. First, future research
should combine both teachers‘ and students‘ perceptions with school principals‘
perceptions. Their perceptions can provide multiple insights of alternative high schools
specifically for students placed at-risk. Comparison of both public and private alternative
schools can also reveal factors that can improve alternative schools specifically for
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students placed at-risk because ―alternative school philosophies and practices continue
to flourish in private and public-school settings‖ (Hadderman, 2002, p. 4). However,
because there were only 10 principals of private alternative high schools specifically for
students placed at-risk in the 2007-08 SASS Private School dataset, a quantitative study
to compare both public and private alternative high schools that specifically served
students placed at-risk could not be conducted. Thus, in future research, this small
sample should be examined through qualitative research. Additionally, I did not study
alternative middle schools that specifically serve students placed at-risk because there
was only one such school in the 2007-08 SASS Public School dataset. A study on these
middle schools would be important to understand experiences before high school students
placed at-risk enter alternative high schools (Beteman & Karr-Kidwell, 1995; Colorado
Foundation for Families and Children, 2002; De Jung, 1988; Department of Human
Services, State of Michigan, 2006; Henry, 1988; Nelson et al., 2007). Since many
previous studies and the current administration emphasized the importance of middle
schools, future studies should examine alternative middle schools by using different data.
Second, many other aspects of alternative high school for students placed at-risk
should be explored to find out more effective practices. The current study uses data from
an existing database and the selection of variables is limited. To continue to inquire into
many other practices in alternative high schools will increase our knowledge on this topic
and improve the policy and practice related to alternative high schools for students placed
at-risk. For example, previous studies suggested that students‘ personal disposition
(Beyers & Houston, 2001; Cuellar & Cuellar, 1990; Kearney, 2007), experiences before
high school (Beteman & Karr-Kidwell, 1995; Colorado Foundation for Families and
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Children, 2002; De Jung, 1988; Department of Human Services, State of Michigan,
2006; Henry, 1988; Nelson et al., 2007), reasons why students entered alternative schools
(Foley & Pang, 2006), ―association with delinquent or deviant peers in the context of
school‖ (U.S. Department of Justice, 1980, pp. 4-5), periods of how long students stayed
at alternative schools (Foley, 2008), variables of quality of teachers (Foley & Pang, 2006;
U.S. Department of Justice, 1980; Zhang, 2008), and relationships among stakeholders
(Beeb-Frankenberger et al., 2005; Brown & Beckett, 2007; Cuellar & Cuellar, 1990; De
Jung, 1988) should be used to identify factors that can affect education for at-risk
students.
Third, further research should explore details of each school process variables to
find strategies to improve the average daily attendance and graduation rate. Because
alternative education has incredible variation, aggregating across programs can affect the
results in this study. There may be some effective strategies out of these variables which
are not significant with these two outcomes. To address such an issue, qualitative studies
on how each school process variable helps the students will improve our understanding of
alternative high schools.
Fourth, future studies should use longitudinal designs in order to investigate
effective factors and to improve the average daily attendance and the graduation rate over
time. A longitudinal design will overcome the weakness of this study which was
correlational and did not examine the cause and effect because of a cross-sectional
survey.
Lastly, further research should examine relationships between three constructs
(student characteristics, staffing characteristics, and school process) and outcomes (the
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average daily attendance and graduation rate) by taking into consideration various
kinds of alternative schools, because there is a wide variation in the kinds of services that
schools and communities provide for students placed at-risk. To allow for an
examination of this variation, the sample size for each type of alternative school should
be large enough, or we could conduct case studies.
This study also provides implications for policy to improve the average daily
attendance and graduation rate of alternative high schools specifically for students placed
at-risk. The implications consist of the following.
First, the attendance rate could be improved by adopting career technical
education and improving teachers‘ quality. Because career technical education has a
significant positive relationship with the average daily attendance, such education is
possibly effective to improve the attendance rate of alternative high school students.
However, trends between the 2003-04 and 2007-08 school years suggested that career
technical education has been decreasing. Thus, to improve the attendance rate at
alternative high schools, policy makers and other educators should discuss increasing
implementation of career and technical education. The current study also found that the
teacher-student ratio is negatively associated with the average daily attendance. If this
result indicates that a simple increase of teachers does not lead to good results, teacher
quality might need to be raised to obtain a higher average daily attendance rate (Foley &
Pang, 2006; U.S. Department of Justice, 1980; Zhang, 2008).
Second, effective strategies such as increasing summer programs, raising the ratio
of Hispanic teachers on the staff, and adopting teaching methods that can address each
student‘s specific needs should be used to increase the graduation rate. The findings of
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this study indicate that summer academic assistance or enrichment programs and
having the same teacher for two or more years are effective practices. Therefore, both
practices should be increased in alternative high schools to improve the graduation rate.
Additionally, the percentage of Hispanic teachers on the staff is positively associated
with the graduation rate. Thus, given the high level of minority students in alternative
schools, how to staff these schools should be an important policy issue. The current
study also indicates that the inclusion of traditional grades or academic discipline-based
departments is one of the negative predictors for the graduation rate. Based on the result,
such practice needs to be reformed in the alternative high schools. However, the result
that providing day care is also found to be negatively associated with the graduation rate
should be re-examined. Students who need day care services might be too busy raising
their own children to concentrate on their learning, even if some of their needs are
supported by schools. Educators and policy makers should explore and improve
circumstances surrounding such students.
Unique Contributions of This Research
Here are a few unique contributions of my dissertation work. First, the study used
the most recent, nationally representative data. Therefore, the findings are generalizable
to the national scene. Second, I used block entry progressively so that the effects due to
student characteristics, staffing characteristics, and school process could be distinguished.
For example, I found that the school process block of variables is associated with
graduate rate. Third, I found that the factors to improve attendance are different from the
factors to improve graduation rate in public alternative high schools specifically for
students placed at-risk. The finding suggested there might be differential effects of
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various strategies on daily attendance rate and graduate rate. Finally, the study
suggested some specific effective practices for alternative high schools. For example,
career technical education can be an effective practice to improve attendance, while
summer programs and more Hispanic teachers on staff can be effective practices to
improve graduation.
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Intercorrelations Between Variables in School Processes and Average Daily Attendance (ADA)
1
1. ADA

1

2. Extended Program

0.09

2

3

4

5

6

7

8

9

10

11

12

13

1

–0.03

0.21

4. Summer Assistance

0.12

0.34

–0.07

1

5. Summer Enrichment

0.12

0.24

–0.01

0.62

6. Traditional Grades

0.47

0.07

–0.19

–0.16

–0.11

7. Small Groups

0.10

–0.04

–0.02

0.00

–0.16

–0.00

8. Same Teachers

–0.01

0.15

0.10

0.06

0.06

0.11

0.08

1

9. Multi-age Grouping

0.24

0.16

–0.06

0.23

0.06

–0.04

0.12

0.11

1

10. Block Scheduling

–0.04

0.13

–0.03

–0.06

–0.09

0.09

–0.07

0.01

0.04

1

11. Dual Enrollment

–0.17

0.09

–0.05

–0.03

–0.05

–0.07

0.07

0.05

0.12

0.10

1

12. CTE

0.02

0.08

–0.07

0.24

0.20

0.07

–0.04

–0.13

0.09

0.24

0.17

1

13. Internship

0.02

0.10

–0.04

0.18

0.16

–0.02

0.05

0.24

–0.09

0.19

0.10

0.36

1

–0.19

0.04

–0.10

–0.03

–0.04

0.08

0.05

0.03

0.05

0.19

0.24

0.26

0.34

3. Day Care

14. Specialized Career

14

1

1
1
1

1
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Intercorrelations Between Variables in School Processes and Graduation Rate
1
1. Graduation Rate

1

2. Extended Program

0.08

2

3

4

5

6

7

8

9

10

11

12

13

1

–0.14

0.22

4. Summer Assistance

0.32

0.38

–0.07

5. Summer Enrichment

0.27

0.21

0.01

0.61

–0.16

0.07

–0.18

–0.15

–0.10

1

7. Small Groups

0.04

–0.04

–0.05

0.02

–0.18

0.01

1

8. Samle Teachers

0.13

0.19

0.10

0.05

0.11

0.12

0.06

1

9. Multi-age Grouping

0.10

0.18

–0.06

0.24

0.05

–0.06

0.11

0.10

1

10. Block Scheduling

–0.07

0.15

–0.04

–0.03

–0.03

0.13

–0.12

0.02

0.06

1

11. Dual Enrollment

–0.17

0.12

–0.08

–0.02

–0.03

–0.02

0.08

0.04

0.11

0.06

1

12. CTE

0.15

0.12

–0.09

0.25

0.28

0.13

–0.08

–0.01

0.11

0.23

0.13

1

13. Internship

0.13

0.12

–0.05

0.18

0.23

0.02

0.02

0.20

–0.13

0.17

0.08

0.37

1

14. Specialized Career

0.06

0.05

–0.11

–0.02

–0.02

0.10

0.02

0.03

0.05

0.18

0.21

0.25

0.33

3. Day Care

6. Traditional Grades

14

1
1
1

1
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Partial Correlations Between Variables in School Processes
and Average Daily Attendance

Partial Correlation Coefficients
1. Extended Program

–0.060

2. Day Care

0.060

3. Summer Assist./Enrich.

0.002

4. Traditional Grades

–0.016

5. Small Groups

0.090

6. Same Teachers

–0.084

7. Multi-age Grouping

0.102

8. Block Scheduling

0.021

9. Dual Enrollment

–0.077

10. CTE

0.165

11. Internship

–0.046

12. Specialized Career

–0.058
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Partial Correlations Between Variables in School Processes
and Graduation Rate

Partial Correlation Coefficients
1. Extended Program
2. Day Care
3. Summer Assist./Enrich.
4. Traditional Grades

0.06
–0.24
0.12
–0.21

5. Small Groups

0.08

6. Same Teachers

0.16

7. Multi-age Grouping

–0.04

8. Block Scheduling

0.06

9. Dual Enrollment

–0.17

10. CTE
11. Internship
12. Specialized Career

0.08
–0.01
0.04
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Variables Used in the Analyses on Average Daily Attendance: Definition, Measurement Scale, and Descriptive Statistics
Variable

Calculation

Percentage of Minority students

MINENR

Created Variable:
Percentage of Female Students

Wording on Survey and Calculation

Measurement and
Descriptive Statistics

Percentage of students in school who are of a
racial/ethnic minority

Continuous
Mean=60.56
SD=32.24
Range: 0-100

(0039-0041)/0039 *100

First, the number of female students was calculated by
subtracting the number of total male students (Around
the first of October, how many male students in grades
K-12 and comparable ungraded level were enrolled in
this school?) from the number of total students
(Around the first of October, how many students in
grades K-12 and comparable ungraded levels were
enrolled in this school?). Then, to calculate percentage
of female students, the number of female students was
divided by the number of total students and multiplied
by 100.

Continuous
Mean=32.61
SD=21.23
Range: 0-100

Created Variable:
Teacher-Student Ratio

0127/0039*100

Of the full-time and part-time teachers in this school
around the first of October, how many were total
teachers? The number was divided by the total number
of enrolled students.

Continuous
Mean=13.91
SD=10.08
Range: 1.68-50

Created Variable: HispanicTeacher Ratio

0122/0127*100

Of the full-time and part-time teachers in this school
around the first of October, how many were Hispanic
or Latino, regardless of race? The number was divided
by the total number of teachers.

Continuous
Mean=9.97
SD=22.71
Range: 0-100
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Variable

Calculation

Wording on Survey and Calculation

Measurement and
Descriptive Statistics

Extended

0087

Are extended day program providing instruction
beyond the normal school day for students who need
academic assistance currently available at this school
for students in any of grades K-12 or comparable
ungraded levels, regardless of funding source?

Categorical
1=Yes (41.7%)
0=No (58.3%)

Day Care

0088

Are before-school or after-school day care programs
currently available at this school for students in any of
grades K-12 or comparable ungraded levels, regardless
of funding source?

Categorical
1=Yes (7.1%)
0=No (92.9%)

Small Groups

0101

This school year, does this school use grades
subdivided into small groups such as ―houses‖ or
―families‖ to organize most classes or most students?

Categorical
1=Yes (12.5%)
0=No (87.5%)

Same Teachers

0102

This school year, does this school use student groups
that remain two or more years with the same teacher to
organize most classes or most students?

Categorical
1=Yes (10.4%)
0=No (89.6%)

Multi-age Grouping

0103

This school year, does this school use multi-age
grouping (most students normally in different grades
placed together) to organize most classes or most
students?

Categorical
1=Yes (69.6%)
0=No (30.4%)

Dual or concurrent enrollment

0108

Dual or current enrollment that offers both high school
and college credit funded by the school or district

Categorical
1=Yes (29.8%)
0=No (70.2%)
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Variable

Calculation

Wording on Survey and Calculation

Measurement and
Descriptive Statistics

Career and Technical Education

0109

These include courses on topics such as: agriculture,
business, computer science, health care, public and
consumer services, communications, construction,
engineering, manufacturing, repair, science, or
transport technologies.

Categorical
1=Yes (51.0%)
0=No (49.0%)

Specialized Career Academy

0110

Curriculum organized around a specific career area,
such as health, hospitality, IT

Categorical
1=Yes (10.4%)
0=No (89.6%)

Average Daily Attendance

0050

For this school year, what is the Average Daily
Attendance (ADA) at this school?

Continuous
Mean=84.18
SD=18.53
Range: 2-100
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Variables Used in the Analyses on the Graduation Rate: Definition, Measurement Scale, and Descriptive Statistics
Variable
Percentage of Minority Students

Calculation

Measurement and
Descriptive Statistics

Percentage of students in school who are of a
racial/ethnic minority

Continuous
Mean=59.78
SD=32.17
Range: 0-100

(0039-0041)/0039 *100

First, the number of female students was calculated
by subtracting the number of total male students
(Around the first of October, how many male
students in grades K-12 and comparable ungraded
level were enrolled in this school?) from the number
of total students (Around the first of October, how
many students in grades K-12 and comparable
ungraded levels were enrolled in this school?). Then,
to calculate percentage of female students, the
number of female students was divided by the
number of total students and multiplied by 100.

Continuous
Mean=33.66
SD=21.75
Range: 0-100

Created Variable:
Teacher-Student Ratio

0127/0039*100

Of the full-time and part-time teachers in this school
around the first of October, how many were total
teachers? The number was divided by the total
number of enrolled students.

Continuous
Mean=13.96
SD=10.34
Range: 1.68-50

Created Variable: HispanicTeacher Ratio

0122/0127*100

Of the full-time and part-time teachers in this school
around the first of October, how many were Hispanic
or Latino, regardless of race? The number was
divided by the total number of teachers.

Continuous
Mean=8.84
SD=22.08
Range: 0-100

0088

Are before-school or after-school day care programs
currently available at this school for students in any
of grades K-12 or comparable ungraded levels,
regardless of funding source?

Categorical
1=Yes (7.8%)
0=No (92.2%)

Created Variable:
Percentage of Female Students

Day Care

MINENR

Wording on Survey and Calculation
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Variable

Calculation

Wording on Survey and Calculation

Measurement and
Descriptive Statistics

Created Variable:
Summer Academic Assistance or
Enrichment

0089|0091

Last summer or last school year, were summer
school activities or academic intercessions provided
for students enrolled in this school who needed
Academic Assistance?
Last summer or last school year, were summer
school activities or academic intercessions provided
for students enrolled in this school who sought
Academic Advancement or Enrichment?
If a participant selected 1 in at least one previous
variable, the answer was recognized as 1 in this new
variable. Others were recognized as 0.

Categorical
1=Yes (61.1%)
0=No (38.9%)

Traditional Grades

0100

This school year, does this school use traditional
grades or academic discipline-based departments to
organize most classes or most students?

Categorical
1=Yes (76.9%)
0=No (23.1%)

Same Teachers

0102

Student groups that remain two or more years with
the same teacher (e.g., looping)

Categorical
1=Yes (10.0%)
0=No (90.0%)

Dual or concurrent enrollment

0108

Are dual or current enrollment that offers both high
school and college credit funded by the school or
district available for students in grade 9-12 in this
school?

Categorical
1=Yes (32.1%)
0=No (67.9%)

Graduation Rate

0113

What percentage graduated with a diploma last
school year?

Continuous
Mean=47.70
SD=39.73
Range: 0-100
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